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PREFACE

‘ In 1977 John Warden and I taught a class entitled TISSUES IN
COMMUNITY EDUCATION. One of our goals was tv publish a collection of
~ papers that had been written by class members. Regrettably, we were unable

to pull it together. But the idea remained avpealing.

-

Last spring semester, with nine agreeable sthdents, I decided to

: - .
. ) A
try again. My goal was to give some structure as well as format to the “ v

papers but not to restrivt*;hexéholce of issues. Each writer was Asked

to select an issue related to community education, éne that he or she

would like to further dnvestigate. The class contained community educators,
- human service professionals, school administrators, graduate students with
© and without phblic school experience and an underéraduate‘ﬁeading for a

|
14
\ S ‘
, } .
social work career. The 'mix was Indeed diverse.

)(‘ \f;_// ’

The intent of\each paper was to raise key questions related to the
\ B
* 3
. particular issue, examine relevant literature and research and suggest
. * a

~

challenges for community educators. An exciting mix of issues emerged.
’ L

Moreover} the writers looked to &thef fields for {deas and support.

N
» x

As 4 result, the'references in several articles contain new and useful

sources.e ‘ C N

v

Tﬁis project began as an experiment to do something useful with

- papers written for a graduate education class. ,Typically, papers are

3

—

returned to students and- there is little opportunity' to share the results.
Hopefully, the 1deas}presented in each paper will mpfivate others fo

expand the work of this volume's writers.
- B . ~

\y



—

.
-

4 . -
Any of the pwriters can be reached through the Mid-Atlantic Center

X

. w K .
tor Community Education. Your reactions and feedback would be most
~

appreciated.

-1 would like to acknowledge the able assistance of Ginny Alley and

N <4 :
June Seay who typed the manuscript and assisted with the changes
LY

necessary before final printing. Also, Cargle Martinie designed another

ot her creative covers. .

MIHLK. E ' ~

June 1979
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COLLABORATION: AN ACHIEVEMENT, NOT A GIFT g

] ' =

Rebecca Hutton’ 14

Introduction - .

Webster defines collaboration as working jointly q}th others, especially in

Collaboration has long been a favorite word in education's top forty

chart of jargon and catch phrases. More recently, ﬁowever, it has become

. . ¢
much higher on the\chart. It frequently appears in propesals written for

o
federal funding or philosophy statements written as part of a school's goals.

an intellectugl endeavor while Roget links it with words such as concurrence,
accord, and conformity. Yet, with such clear- cut definitions, there is still

much that one could associate with collaboration. Community educators use it

extensively, saying that it is congruent with their synergetic philosophy.

However, collaboration seems to be something that is easier to talk about than

L4

{t is to do. Rareiy are the effects of a collaborative effort evalyated.

There are ques;ibqp regarding collaboration that must be addressed

’

before community educators can begin énjoyiﬁg its full benefits. Four argés

that_might be fonsidered for these questions are: 1) Commitmedt, 2) Coupetition
. . <

and Creating, 3),Conflict,.and 4) Collaboration as a problem rather than .a

solution.

q i ) L i\
B _ WHAT PART DOES COMMITMENT PLAY IN THE
PROCESS OF COLLABORATION? ﬂ </

. \
Making an agreement to have a collaborative process is an easy thing

to do. People talk, they nod their hea@s, Chey'put things down in form of

y

resolutions and in general they really believe they all agree.

{ [
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. To agr;E\ts simply to express approval. To make a commitment is to
make a decisive choice that involves a definite course of action. Commitment

golidifies a positionand attitude towards a problem. It forces people to

decide, to bring:closure, usually so Ehat sonething else'gan happen.
R

13

People who choose to collaborate must Sé uiiling to commit themselves
.-' the time, energy, thrus;, and actioq that it takes to bring about a
gjccessful coliaborative effoft. Community educators like to use a Eollaborative
problem solving approach., They form councils and pull representatives
from different agencies and.areas of the community. to serve on these councils.
Pooling resources andannduplicationiof effort is disehssed and usually
Qgreedupon. But few ggencies will aétually commit themdelves go;these ideas
{f they dgh see in advance that this collaboration will take away froﬁﬁsheir
d:programs. Few people remain committed to the 'idea of_the whole being greater
than any of‘the parts when'they find out Ehgig_parﬁ is.going to have to be
trimmed back in order for‘the whoie to be greater.

According to Janis and Mann (167%),'commitment is learned at an early
age. When parents caution a(phild that he will be qnab}e to go back on his
vord once he agrees to keep a promisq or that he cannot renege once he has
accepted an 1nvftation, they are giving direct instruction that may sometimes

) [ facllitate the development of & mature concept of commitment. Because of ’

L]

this developmental aspect, the®*problem is pftgn not that of commitment, But

_one of sel;—image. Peopie}earn early that they have to pfotect thembélvée
by not going too far out on a limb for aﬁ;;?éﬁson. They prefer to be able
to chaﬁgertheir minds if things go wrong, and not be left holdfng the bag of

_commitment to an idea that someone else formulated. School systems often

\ wondo<\<hy other agencies don't readily agree td a joint effort in a community

-~ ' : N - L
Y \ [ .
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education program and why they don't always commit themselves to participate

: !
in a collaborattve problem solving process. It has often been said of inter-

-

- agency cooperation: Agencies don't cooperate, the people in them do.
Community educators must remember that these people in all agencies have had
teachings i{nstilled in them since childhood regarding commitment, and they

will bring these values with them as they plan fo:;communitfﬁqguca ion.

.

Mann and Taylor (1970) have found that commitment takes time. In
testing pre-school to college studénts, each time a commitment situation

was lntrodyced, the decision mhking time was almost twice as, long ag 4n a
I \ \

non-commitment situation, How often do school superintendents add the topic

of cogmunity education onto an already overflowing égenda for a school board

>

meeting and expect ‘board members to give it a rubber stamp commitment in a

~ ’ ' ( ,
period of 5-10 minutes? In some instances school systems have terminated

community education because real commitment never developed. As for

coflaboration, the program was not conceived with that in mind and unfortunately

L4
| ' :

did not live long enoughbto'develop the collaborative support of other agencies

that may have helped. it  to survive.

As described by”ﬁirvis ‘and Berg (1977), change without commitment

:

is usually surface change. There might be change in the organization, but
J a4 ‘ *
there is no change in people's attitudes. Collabotation often occurs this

" way. On the surface (or more often on paper) things change, but Lithout,

N
. 'S

the fommi;ment of those involved, attigudes remain the same.

r

- ‘ !
' . " COLLABORATION OR CONFLICT: WHICH COMES FIRST?
There ﬁi\a common thread of conflict which is fouﬁdtin both collaboratiod
/ and commitment. One conflict-theory assumption is that during all stages of

decision making preceeding the first act of commitment, the more committing

-'0‘ 8
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and consequential the decision {s expected to-be, the more vfgilant the decision .

el o
maker will become in.trying to make a choice. Conflict for the decision maker

is often a Tesult of ¢collaboratiom or it can bring about a collaborative proééss.

Conflict (either before or after collaboration) is something anyone ‘planning

.
K

a collaborative venture should think about and be ready to contend with.

Speaking geuerally about collaboration and conflict, Bennis (1966) says that.

- Americans pay lip service to all forms of cooperation, teamwork and togetherness.

One problem {s that there i{s no social translation of thiq éthic. In Aﬁérican
soclety there is a discrepanc& between 1ndividualism and cooperation. .The .
attempt to combine these two phenomena éften results in antagonistic co-
operation (feigning harmony and acting autonom;us).. This sounds frighteningly
similar to'wIat many community educators»cail their collaborative process.
Community education ecould be described as a social change process'whiéh
proviifs a natural setﬁing for coliaboration. But collaborati@n‘reqyires‘

a set of Iinterpersonal skills.

WEy are collaboration and interpersonal skills 80 ne&esgary in
fa;ilitatipg social chaﬁge?” Any significant q&énge in'brganizag!ons'involves
a rearrangement of power, status,‘skills, and valuas. Even céllaboration
itself caQ‘be a gsignificant ch;nge for those groups involved. Some group%/

.

may benefit; others may lose. Some may view it as 'threateniRg and reject it;

AN

others may view it as enhancing, and embrace it. In any case, ‘this type of /,'

change may involve risk and fear. y
Thexs;is an irony which is evident when examining collaboration and
confligt. It is seen clearly in conflict theo;y materials which commonly

include -a section on "resolving conflict tbrdugh collaboration." Using the

community education model as an example, it is plausible that cqllaboration -

L 9 . '



would be a posgible stragegy to aJoid duplication, trust and turf problems
thak Customiarily exist between schools and ageneies. .
When two or more parties (groups, agencies) join together to work on
common goals despite th;ir differences, the process is called a collaborative
)
one. If the parties are using a process of.cooperation to find ways to
mutually assist eaLh other, the focus is upon finding commonality in the
relationship With sugcessfu} collaboratiom overt canflicts tend to be
side tracked, avoided orhigﬁoged. The basis of conflict in a collaborative~
approach is misunderstanding, incomplete 1nformation; and less thhn/adeqUate
com@itmentté the relationship. Leaping over the commitment process in the
beginning Q; any action pian ig'very 1‘kely to result later in conflict.

But what hapﬁens\if‘a collaborative effort is proposed first amongi
schoqls and.;ther agenc{és and it results in conflict? Robbins (1974) states -
thaf)humbers alone can induce a conflict situagion. Ihgrefore,‘as schpols
seek to form ;6rking relationghips with other agencies, .they ;ust be ready
tb deal withdpossible conflict. Also, as thes; groups come together and"
the desire for collaboratioﬁ?suppresses the spirit of coﬂbetition, some
groups might feel threatened by the absence of the competitive drive. There

~

is not'much Patitude in.a collaboratiVe model for true competition. Some

organizations choose not to collaborate for this reason. Many people see
efficiency and pfoductivity as being the direct nNesult of competition,
w \

which raises the question: Do competition and creativity vanish when

collabotaéion exists?

DO COMPETITION AND CREATIVITY VANISH
WHEN COLLABORATION EXIST? .

. Quite often groups involved in collaboration find themgselves going

.

N
' J

-
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one step forward and two steps back for an uncomfortably long period of time.
Many agencies, including the schools, that areus$ed to experiencing high levels

~of productivity start taking hard second looks at the idea of collaboration,
A Y

especially‘%%a Hﬁ*{ efficiency levels decline as people spend more time trying

4

to work together rather than working dlone to get something done. T

Most people in today's society have grown up with the gregt American
work ethic and its sense of competition. TnﬂAhoal is to work harder, longer,
faster, and better than those around you. That was the key associated with
succesg, With this type of value system it is often difficnlt for people to
function when tney suddenly find themselves in a group of people striving for
collaboration. Eiseman (1977) states'that:

It is important to differentiate the collaborative

orientation from orientations with which it is some-

times confused. Those who typically adopt the competitive

orientation frequently confuse collaboration with accomodation;

they reject appeasement ‘and fail to recognize the extent

to which collaborators attempt. to satisfy their own Q8esires.

The” reverse is true for those who typically adopt the
accomodative orientation: théy frequently confuse

collaboration with competition; they reject domination R
and fail to recognize the extent to which collaborators

attempt to satisfy other's desires. (p. 304) .

Often groups join in a collaborative venture only to find themselves
~

stifled at attempts to be creatlve. Each one is normally responsible for
3oals'that Qill satisfy the needs of one agency. With collaboration, two -
Oor more gioaps nust struggleﬁto find situationa that will apply to all the
groups working tOgether. Only with time and effective leadership can groups'
working collaboratively discover that this type of atrangement can be fertile
grouno‘ior‘preativity. With more people inVolved there are more reaourcea

- L f

- * to use, both physical and financial. “"According to Donleavy and Pugh (1977),

to have a process that is not creative, complex, and multidimensional was to

-
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have cooperation, not collaboration. However, when collaboration and

cooperation are synchronized, creativity and the power of groups to produce
: ; y CO¢

t9gether'are maximized. When collaboration begins to fail, éoopefation can
continue in some groups, at least at mainFenance.léVels. Ho@ever, it is at
this stage that collusio%, compromise, conflict and hgﬁeakthy competition
frequently.eperge.

It should be recognized that “some groups,do‘Qork bette; by themselves.
Their goal; and pﬂilosophieé are not condu;ive ;o:collaborative ;elption-
ships. Often, tﬁese groups are coerced into col}gbgratIVe aéreements tﬁat

become 'uncomfortable. 1In situations of this sort, ‘collaboration becomes a

o
o "

problem, not a solution, to a ﬁarticuiar problem.

1

’ L
" COLLABORATION: DOES IT SOMETIMES BECOME
A PROBLEM RATHER THAN A SOLUTION? .

Collaboration is sometimes attempted .by groups expecting miracles,

Aéenctéﬁ expect schools to endorse all their‘activities, and schools ekpéét

o ~
LY

community groups to rubber\stamp all their action pIgns. - Smaller ageﬁéies

L}

are often pulled in by more powerful oOnes, hoané to gain from the more
v‘\ ! ‘

pSwerfugvagencies through collabb%atién; Little mentigh is made of what
they might contribute.-‘Fg& people‘in today's society, either singularl{.or
in a group, enter into a relationshgp without asking, "What's in it for me?"
1f establiéhed correct;y, collaboration can be an exciting ;ndertékingldith
eaéﬁ person or group gaining some\bénefits as well as é;ntributihg to the
sucéess. 'Howevef, colldboration is only a méthod of work. As good as it
sounds, and as muéh.as some people would like to believe they are ¢ollaborating,

4,

there comes a time when groups need to assess their effort and make sure they
v ’ ! ’
. are making the wisest choice.

v

K
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collaboration. If groups have to b‘ coerced, cajoled,, or tricked into this

Havelock (1973) suggests that there are only three reasons why
' -
collaboration works: First, it gets the people involved and motivated;
second, it improves the quality of the adootion because people understand 1t

~

better; and third, it may {improve the quality of the innovation isself.

Honesty, openness, and trust are all a part of the atmosphere of successful

L.

-

kind of relationship, then maybe one should think of otk/r possibilities

Some agencies are not ready to allow themselves the openness, trust, and

shared power that are necessary when collaborating.

Conclusion | ‘ &

Successful colleboration in community education can be an exciting,
creative experience‘for any community. However, it is difficult and should
be attempted cautiously. The idea of working collaborqtively should begin
with specific objectives: Collaboration need not be construed to mean
uniformity or conformity; the whole would still have each.of its very
individualtstic parts. Even with all of these things to consider, the
starting point for making collaboration a reality for community education is

the commitment to collaboration as an ideal.

»
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COMMUNITY EDUCATION: RESTORING A "SENSE OF COMMUNITY"

7
L]

Caroline A. Vargas

»

Introduction

Community education, as a concept, as programs, as local people
helping their neighbors, 15 gaining support from many péople whao yould lilé
to restore a "sense of community" in ;helr complex lifestyles. Modern society
has provided a higher standard of living, mobility, and other valuable 6p—
portunities, but these advancements have somewhat overlooked a person's basic
needs to contribute to AND benefit from a meaningful relationship with others
within a community‘confext. A modern version of "community" has come to
mean impersonal relationships, loss of personal control, alienation and indif-
ference. This version, a product of our coQPlex, urban sdciety‘ has created a
yearning for a return to the Gemeinschaft type of community. Minzey*;n&;
Schmitt (1978) cite rhe fo}lowing advantages gf a smaller community. The
Geméinschéft modél provides the oppartunity for people to develop a real 'sense
of commﬁnity" because people interact on a more persénal basis. They can share
feelings of kinship, participate‘in ‘community activities? and exercise informal
control -- characteriétics which promote a sense of identity And belaongingness.
However, re—instatipé this type of community into our modernfied and technical
society, presents a real challenge for those who yearn for a renewed "sense of
community'.

Kerehsky (1972) indicates that community education attémpts to respond'

to this challenge. Within the realm of education; modern society.has created

highly centralizeéd schools, contfqlled b§ a professional bureaucracy. Local

\

-

u e



»

. , N
o . R

people who would like to galn more control and share in the decision making
p}ocess of "their" school; turn to coﬁmunlty education bgcause it offers "an
abternative Qrgunlzatioﬁal form to decentralize and '"debureaucratize" thé

"American school " (p. 160). Even outside the realm of education, Community
educat{ion can secure this control and decision making power for local people

©

who want change. Commun?ty education attemﬁé‘ﬁfo mobilize the available

N

physical and human resourcea} therefore, ‘it {nvolves éoordinators, eddpators.
fepresentatlveé £rom local agencies, and an advisory council within the
community. Together they plan and coordinate services and programs that
inwolve citizens. Stimulating this type of involvement aﬁbng "neighbors"
enables the '"'meighbors'" to renew their commitment to their community so that
they can then identify and solve their common problems on a local level.

- This gpeclal grouﬁ of people does more than work side by side. fhey
join together to form a small community among themselves. With commoh values

and purpose, they strive to develop those qualities of a '"good community' as

defined by Sanders (1967). These people are leaders who see the '"whole"

12

community and their needs, they work together to collectively solve problems, °

they share a strong sense of loyalty and pride, and lastly, they encourage an
exchange of resources bétween the local people and themselves. Because the

interactions within this small circle can directly affect the quality of the

[ Y

larger community, I believe that the development of this inner community’ spirit

° ' I3
1{s essential to the goal of sustaining a '"sense of community" among the local

citizens. Therefore, community education coordinators, educators, agency
* /
representatives and council members face a challenge: they must make sure
 §
this community spirit exists at this base level -- incorporated within their

\ - )
organizational structure, their leadgrship styles, and their group processes,

so that everyone can feel that the' long to a '"good community'.

+ .

; o 1 -
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[ will explo{q this issue by offerf{ng some answers to the following

s

questions. .
. - —n
l. What features of community education 8 organizational form help
to foster a spirit of community?
What type of leadership, within the context of community education,
will stimulate and maintain this sense of community?

How do statf members of community education 'programs promote this
community spirit in their group interactions?

. ) o
) <4 Does this'"sense of community”, experienced within this inner staff,
. result in synergtstic effects for the total community?

REVIRY
. .

WHAT FEATURES OF COMMUNITY EDUCATION'S ORGANIZATIONAL
FORM HELP TO FOSTER A SPIRIT OF COMMUNITY?

According to Katz and Kahn (i966), all social organizations share
similar properties. Flirst of all, an organization has a purpose —- it may work

AN

to produce some type of output or it may just want th maintain the system. VZ
* Secondly, 1t has a formal role pattern which identifies the tasks and specifies
the functions of each task. Thirdly, an organi[ation has an authority structure
-- a hierarchy of the defined roles that describes the chain of command, flow
of communication, and type of management. The type of rules ayatem with its
~appropriate sanctions is another property. And finally, the organization )
develops ifs own ideology -- a system of norms, values aAd beliefs that the
organization's members shate.
" These properties only create a framework for organizational structure;
v the way that this framework is used determines whether the organization isl
static or dynamic. Katz and Kahn (1966) describe the classical modols of-
organizatibn-(Webet, Gulick,fand Taylor) as based on the machine theory.
\\k According to this theory, an organization clearly defines the purpose,
standardizes the roles, centralizes the decision making1power, and rigidly

¥

follows the estahlished rules. This type of organization_limité the control
. N (4 .
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to thbse at the top level of the hierarchy and deals witp the worker as a
\ N

. “ .
machine that could be controlled and directed. McGregor (1960), descé\bds

14
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"this attitude toward the worker ‘as Theory X.  This theory states that man

1nherently'disllkes work and will avoid it whenever poasible.~ Therefore, an

|
organization must coerce, control, direct, and even threaten the worker with

punishment go thuf he will work toward the e;tablished goals. Supposedly, -
this worker prefers to be directed because he wants to avoid responsibiiity,
has little ambition, and wants secugity. Acco;ding to the static organization,
the worker's needs are far less {mportant than the needs of the organization.

Our complex and modern society places great emphasis on efficiency and

productfon and tends to use this static framework that centtralizes authority
{

and controls decision making and autonomy.

At the other end of the continuum, the dynamic orgqnization focuses
on tﬁé needs of the workers in relationship to the goals of the organization.
The dynamic organization is based on principles of integration such as-’
ﬁccregor's (1960) Theory Y. This theory places equal valJe on both the needs
of the organization Lnd the needs of the individual. The organization ean be
more\product<ie df it adjustslits management practices according to the peeds
and goals of Xls members. Likewise, the workers can best achieve their goals
by directing their efforfs towapg the achievement of the organization's goals.
Without thi$ in;egration, the organization and 1ts production will suffer;
therefore, the ﬁanagement is motivated to work for a mofe democratic aufhority
structure; a flatter hierarchy that encourages open and direct communication,

?

and a flexible rule system and job' descriptions. One application of this
~

theory is described by Blake and Moutan (1978) as_ the (9.9) grid theory.

Picture a coordinate graph or grid with two axes -- one represents concern for

‘

production combined with a maximhm concern for people. According to this team
% ' “ A%
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management, committed workers recoghize interdependence and their common goals

which encourage trust and respect. Through participation, involvement,

\ ‘o . A
~ cqmﬁ&tmegt and problem solving, they strive for‘high quality and .,quantity.

*

o

- Successful production enables the workers to experignce self-fulfillment.
étnce the dvifamic model encourages particlpntion,!GDmmunication, and

“integration between the needs of the organization and 1t8'w0rke;s, one woulds
éxpccf cqmmunity educqtton to fit comfortably into this framework. Seay and
Assoctates (1974) cite properties of community education's organizational
stru%ﬁufg.thnt could possibly induce a spirit of community. First of all,
this inher staff designs programs that answer some need of the peoéle;
these pr'grams aim for change and introduce new procedures. Secondly, this
group clearly defines job descriptions and responsibilipies of the coordinator,
the staff, the school and the Agencies. Although this feature sounds more
static, {t can still.encourage community. The presence of boundaries enables
people to know what 1Is expected Qf them; oncw/:his 1s spelled out, they know
what' is requlred to do a "good" job, as definedmby the program goals: Thirdly,
these pfograms rely on a relaxed hierarchy of authority. They involve the
staff, as well as the school, the agencies, and the citizens to be served.
Since the involved parties have equal footing, they create a flatter hiérérchy
structure that encourages open and direct communicafion and coordination along
horizontal lines. The advisory council, which invgtves the local citizens who
participate in the program, enables the citizens to communicate needs and

r

feedback 'as well as share responsibility for the program goals. Another
. L‘

feature, the system of rules, depends on the particular school. system and

responsibilities of the school board. Although this could inflict a étiﬁiiyg

influence, the-coordinator's liaison role between the gchool, community and

the board can help to foster cooperation. The last fgggure, an ideology,

. | 20
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or basic principle of community education states that 'the educational activities
are based upon the problems, needs, and 1ntere§ts'of those for whom they are’
planned . . . . in the organizational and ;d@inistrative structure there will
be provisions tor official involvement.;f tﬁ? people of the coﬁmunity served by
the community education program." (Seays/ 1974, p. 163) Tn light of this ideology,
I feel that these dynamic qualities of coﬁmunity education's organizational form
can definitely encourage the development of community w}thin that inner circle
who can deliver this attitude of commonality through {ts programs.
WHAT TYPE OF LEAbERSHIP, WITHIN.THE CONTEXT OF COMMUNITY EDUCATION,
WILL STIMULATE AND MAINTAIN THIS SENSE OF COMMUNITY?
Katz and Kahn (1966) indicate a definite need for leadership within

any organization. The leaders often set the goals and dlan programs, either

directly or cooperatively. They organize the tasks acéording to time and

.define job descriptions. Leadets also exercise control by establishing rules

and moﬁitoring the progress of the prpgfam. They define the aythority
structure by their type of communication and the amount of authority the&
delegate to others. In addition to these basic requirements, leaders also
accept responsibility for the continuation of the program. Since the programs
never quite follow their Qriginal plans, leaders must be ad&e to provide other
alternatives to achieve the ori&inal goals. Leaders must also provide direction
for the o;ganization to adapt to envifonmental changes andbin§§rnal gtowth
patterns. Perhaps most importanﬁly, leaders must pay special attention té
compatibility between individual personalities and the specified tasks bgcause
that also affects production.

This actual léadership role, basic to any organization, depends on

several variables such as those described by McGregorx(1960). He mentions

/
these four: personal charad{széqgics of the leader, the personal characteristics

\ - 2 1
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of the followers, the purpose and structure of the organization and the nature

1

-

of {ts tasks, and the social and political sf{tuation. Situational requirements
’ ) i

- and time restraints also play impurtanﬁ roles in determining the type of

-

leadership required and exercises.

4 - - .
In accordance with these variables of leadership, different styles

emerge. Clark and Stefurak (1978) mention two styles -- leader-centered and

A}

~ ¥ . ~
other-centered. According to the leader-centered style, the goals, direction

and creativityg are all derived from the leader rather .than from the peoplé\. #

. )

.Fu;>yermore, leaders tend to restrict any other efforts of “1eadership by the
group. * In this capacity, they try to encourage follewers to work for them;

L3

therefore, they must gain folfower support for their goals. This style seems

easier to manage because it involves fewer people in establishing goals and

emphasizes control to félllitate the achievement of the leader's goals. How-

ever, this style proves effective only as long as the leaders stay in control.
Control becomes an important factér; since only the leaders can havé input for
change, they must be able to deal with resistanée of the group and personality
cowflicts so that their goals are rekached. *%his emphasis on control, charac- s
teristic of our éfficient, modern society, has madé many citizens feel alienated

f rom fheir leaders and feel less than committed to the goals éf their org#nizations.

Taking another’ perspective, other-centered leadership offers a ﬁore

o

‘facilitative and democratic approach mainly because it invests leadership in
\

followers as well as the 1eadérs. The leader and follower roles seem inter-

changeable b‘Fause others can assume leadership and responsibility as well as

participate in decision makingﬁ These relaxed roies encourage involvement,

R

and personal’ contxibutions to achieve the goals. This approach has its
advantages. The program has a better chance of survival because it relies on

a group of people rather thatt just the leader. The diversity of the group

A
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contributions enables the group to set more comprehensive goals. Sharing these
diverselbuckgrounds 4nd opinions encoura@ei objectivity in evaluatiné.the
subsequent changes.. All together, Ciatk and Stefurak (1974) state !‘ag‘"shared
- ‘ - 3

leadership can exceed the sum of effects attempted by individual memberg under
one status leadgr." (p. 129) “

A Blake ;nd Mouton (1978) apply this cancept of shgred leéde;ship within
the (9.9) grid theory. Underlying the basic roi'levof the leader, ‘ "boss" /

tries to create those conditdoné that help both the workers and himself to

understand the problems and encouraée them to participate and share responsibility.

-y
/

Therefore, the workers can exercise self control and self direction in pursuit
of objectives jointly established by the TEAM.

Community education uses the framework of the leadership role to ac-
comodate the facilitative style of leadership. Although this style invests
/’the leadership in the other members of the group, the'community education

coordinator plays a significant role. ‘Hiq ability to .integrate and coordinate
the’programs through sup le strategies‘éah'directly influence the effectiveness

of the programs. This partcular position involves many tasks but Ellis and

Sperling (1973) feel that the cobrdinator's role as organizer is most important.

(rathgr, he organizes people

He does not organlze "programs" éor people, but '
through the medium of Activities." (p. 55) One of the first moves that
coordinators make is to get to know the citizens, civic leaders, and board
members; therefore, their judgement‘and decisions will have more authority
because they are fecognized as an'integral part of the school and the N
coﬁmunity. They then promote the citizens' lﬁtéresg and desire for involvement
in the process of providing for their own needs and desires. .Therefore, in
designing an appropriate program, the community develops the idea or goal of

23
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the program. ~The coordinators then direct their ideas and ‘assist them in
forming the ideas into a progréu;” They maximize use of all Avai}able facilities,
talent and resources. The comﬁpnity will obviously play an integral role;

-

because coordinators encourage the community to do all the ‘things {t can do
for ltsélf. Therefore, they e decisions by consensus and determine the A
vélidity of the program. 1In any éase, the program's concepiién and adaptation
stays witliin the control of theﬂcommunity. The advisory council of community
educatioq provides good opportupities for shared leadership. The council
provtdé;ﬂfér grass-ro;ts participqtion so that the citizens themselves can
assqsgttheir needs, set goals, plan programs and evaluate progress. In other
words, because they assume leadershié and responsibility, they can improve
their community programs.
’ HOW D;\STAEF MEMBERS OF COMMUNITY EDUCATION PROGRAMS PROMOTE
THIS COMMUNITY SPIRIT IN THEIR GROUP INTERACTIONS?‘
Although certain group processes have been covered somewhat in the

Al

discussions on organization and leadership, this section will focus on group

]

interaction and the development of community spijyk.
Most group or team'efforts in desighing programs involve assessing
‘needs, setting goals, planning programs, solving problems, and evaluating
effecti;eness. Lippitt and Lippitt (1978) describe similar processes exercised
by ”consultants".' Like any planning team, consultants do a great deal of
research for facts to accurately assess needs ;nd set appropriate goals. As
indicated by\Blake and Mouton (1978), goals must be clearly understood, have
défined tasks which are challenging yet attainable, a reasonable time limit,
and standards for evaluation. In setting these goals as plansg for.programs,
the consultants retrieve the appropriate altgrnatives available tQ solve ;he

problem. They know the available resources, the client needs, and how tb -
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match them,acgo}dingly. Beyond this initial planging stagé, different situations
arise in which the p;ogrdm staff must make decisions and solve problems. The
. consultanf becomes a joint problem solver yith the client. Not gnly do '“) )
. consultants help clients diagnose obstacles tq organizdtional effectiveness,
they also suggest alternative actions; therefore, they can expand the client's
access to resources as well as their own resource network. The (9.9) grid
\heory (Blake and Mouton, 1978), also ascribes to this joint team effort.
Within the group, they decide who is affected by the problem énd who has the
appropriate competenceﬂto of fer asst;tance.
During.the courge of the program and especially at the end, evaluation
of the program's progress plays an 1mbortant role. Consultants (Lippitt and
Lippit(, 1978) do not play an evaluator's role but the role of observer.
Using a non-directive approach, they motivate the‘client to deQelop insight
and discover better methods. This role demands a special relationship:
.consultaﬁts commit themselves to the client and the ‘client must trust the
~\c‘\onsultént's advice. Blake and Mouton (1?78) have hamedpthis evaluation
process, "critique" -- a process in which two or more peop}e\share their

-~

opinions and viewpoints about a commonly experienced evént. Critique <an

P .
be applied in the planning stages-of an activity to explore possible problems,

during the activity for concurrent feedback, or at the completion o e

activity to evaluate and make future plans. 1In any case or in all thtee,

critique serves as a vehicle for team learning and problem solving.

Community education uses this team approach in the advisory council.

. - AY
Sine its members serve in a community effort to solve the problems of the

larger community, these types of group processes may affect the council's

attempts to offer services and design community programs.

Cox (1974) defines the advisory council as 'one typé of group that
’ \
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organizes for'a voluntary effort toward salving common key community concerns
B . A

and/or interests." {p. 30) The group works culleétivelx and coordinates {ts
. ) V ‘ . . ' . l
efforts’ to achteve common goals. These goals {ndicate that the individuals
. .~
wrganize the council for a specific purpose; {t has direction and a defined

leadership. Although their decisions may lack the "fact" of law, these

decisions have significant power because the council assumes respongibility .

. -

for andcan effectively achleve their stated goals. .

Itorder to achieve thése goals, the advisory council uses group Sl ;.

' . * (O \15‘ ?' o gwi

processes similar to those implemented by the (9.9) team or' the cbhsuﬂtants. ‘
. . t ¢
The council needs knetfledge, based on facts, in order to effectively plan for~

' A

0 ' v 4
“communidy programs. Since these programs include many interests and needs, the

¢

council depends on sources such as official documents (federal, state and ' -

local) and personal contacts with the influential leaders of the community.

| f
At this stage, the council can effectively assess community needs by using a

v

task force. This temporary group involves more citizens for a limited commit-

ment of time, but for unlimitedyinput. This involvement enables more people to
develop community ownership with the help of the council.

Using this information on needs and interests, the council helps to -

{mplement actual programs. The council prioritizes needs, finds resources and .
. 4

\

alternatives; and makes recommendations to policy makers and program planners.

In order for the council to deal with the problem of implementing of money and

. . L4 «}
the actual program, it may try to continue to discover new resources and talents

or facilities and equipment to share. Councils énable citizens to assume

%
leadership positions and can even provide them with appropriate training so that
'they can better understand their: job and its responsibilities.

During the course of these programs the council tries to determine,

through on-going ﬁvaluétion, if the programs adequately satisfy the intendgd

26
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needs. Proper;evaluatlon depends on the.gatabltshed goals and priorities and
time span allotted. These serve as gdod criteria to determine progress.
Periodic evaluation pro;ides the chance to re-define goals, make adjustments
and find other resources. Post-evaluation providés another chance for a.
learning experience. The council\can determine the strengths and weaknesses
and use these to make better plans for future programs.

The council's purpose and the success of its programs rely heavily on
its communication with the community. Its membership makes'contact with
clzgzens. and familiarizes them with the council's purpose in order that the
cogmunity can feel comfortable enough to make their needs known and become
1nvblved. This involvement develops strong support for the council and makes
it a successful link\between programs and éommuhity.

DO;{ THIS "SENSE OF C ITY", EXPERIENCED AMONG COMMUNITY EDUCATION STAFF,
RESULT IN SYNERGISTIC EFFECTS FOR THE TOTAL COMMUNITY?

Webster (1975) defines synergy as "combined action or operation (as of
muscles)" and synergism as "cooperative action of discrete agencies such thﬁt
thevtotal effect is greater than the sum of‘the effects taken indeﬁendently."

&
Many community educators have attributed these same characteristics to community

<

" education because botQ\iiﬁpepts'present new views of arranging available

resources. Kerensky (19i€S“sees synergy as a reaction to the analytical
. - .

Y

thinking of the Machine Age -~ which emphasized reductionism and mechanism.
Reductionism held that every object or sysﬁem could be“broken ddwn‘into basic
elements whicﬁ could then be analyzed 1n-6epth. Any system consisted of
fragmented and distiéct elements. Reductionism affected the school system as
Qeli\ as a result, schools became "closed systems'" which tried to operate
independently of other agents Qithin their environment/

Just as the organization began to look beyond e needs, of its structure

Q7



. ) | 23
to include consideration of the needs of the workers, reductionism 'gave way
to expansionism. Kerensky (1976) describes expansionism as ''a notion that all

objécts: events and experiences are parts of a larger whole.'"" Therefore,

.
according to this theory, one can view the school orhcommunity as more than
Just an aggregate sum of {ts parys -— eaéh part belbngs to a larger system
and each part contains smaller systems within {it.

Expansionism or synergy could explain tpe current yearntng.for a
renewed "sense of communi;y". People want the '"closed bureaucratic systems"
to open up and allow the citizens to particigete'éowshat they can contribute
to and. gain from the "Qhole" system. Citizens caJ usz synergy to solve their

)
[

community problems. The citizens come together as representatives on councils
that can focus on common problems. Sharing their’diverse solutions and ideas
emphasizes the true interdependence of their rel#tiénship; within gheir system.
Fog those citizen groups who have becen unable to dozthis on their own, community
' e

4educqtion offers the benefits of symergy. . Community educators go beyond willing
collaboration; ﬁhey abandon "turf" boundaries of their res}eétive agencies in
order to form a true union committed to synergistic endeavors. Once they have
accepted this challengé of éynergism, they can bring people together to assess
needs, share and develop resources. Increased involvement'among cbmmunit"
edhcators, agencles and citizens enables all of them to share power,_iqfluence
and control over their community.

Whén community education 1ncorﬁ6}ates synergy in its organizational
structure, leadership styles and staff interactions, "community" can become
more meaningful for the citizens who become involved. Community-educ?tion has
developed new struétural arrangemeﬁts that h;ve produced syne;gistdc effects;
the efforts of the new union are greater than the sum of all their independent
efforts. The flatter hierarchy provides for wider representation of diverse

g

' and individual backgrounds. This structure also encourages shared leadership;

~
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everyone can contrtbﬁfe to the decision-making process because they share
ugthorlty and responsibility for iheTr community. Since the coordinators,
erca§ors, agency representatives and advisory cbuncil form a "cbmmunity".
mZhe inner community of staff members uses techniques of open communication,

perivdic feedback, and Joint preoblem solving all of .which help them to focus

on the combined effects of thelr jJoint endeavors.

Conce lusion

The inner staff of coordinators, educators, agency representatives
and council m;mbérs continually strives to reach a compromise between efficient
orgahization and satisfaction of individual needs. Although community
education advocates participation and shared fesponsiﬁility, it also needs
‘9me organizational structuré. The relaxed hierarchy does facilitate
nvolvement and communication. However, workers ne;d defined goals and

e .
guldelines so as to eliminate the "disorganizing" effect of too much autonomy

and not enough difection. Community education distributes the leadership

power SO {hat more.peopie can assume responsibility. However, the coordiﬁator
role requires the mastery of many skills to use in numerous roles. Coordinators
must assume g non-directive approach yet somehow, they must effectively motivate
citizens and coordinate their efforts. Likewise, group interaction must reflect
a balance between the collective interest of the group, which‘stresses

4

comprehensiveness, and the individual interests which account for the desired

diversity. : . P

- This inner staff attempts to achieve this balance by incorporating
community into the existing structures of organization, leadershiprand group
processes. With the balance best suited for that éommunity, this staff can

offer the people the chance to exercise autonomy and;leadership with the

certainty of defined guidelines. Therefore, together they can share

! ) ) .
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leadership with expanded fnsight and they can exchange resources to solve

their problens cSllectively. In summary, this interaction and involvement can

=

motivate the coordinators, educators, agency representatives, council members

and participating citizens to renew their commitment to sustain a "sense of

community" for all.
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WHAT IS CITIZEN PARTICIPATION

Jack Ogilvie - .

Introducé&on

In American soéiety today, the word ggrtiéipation hag séveralldifferent
m@anings.# In polit}cal terms, it refers to voting. By making choices Qbout
comsumer goods, it is exercised in an économic senée. .Soéially. it refers to
mingling and Joining with other peoplé in some asti;ity. In the most general
sense, it denotes doing something, becoming involved in some actipity which

Educationally, for the majority of péoble, the extent to whic;'théy
have participated has been "reduced t; receiving information from experts about «
school p;ograms, voting for lochl_school board representatives (o; bond issues),
or being polled about their preferences" on educat%on-related issues (Popkewitz,
1979, p. 206). For so many years, 1? has been built into the psychology gf'the
citizenry that everything would be taken care of in due time and in their best
intere;ts. As Melby pointed out in 1977, this has resulted in the growth of a
bureaucracy of professionals. Professionals in education are individuals who

specialize in interpreting and attempting to meet the needs and wishes of citizens.

“In many cases, the‘term profeésional has become synonymoﬁs with the term expert,
the lg;ter rgferring to someone who "knows all the answers', and seeks little or
no input from citizegps. -

It may be safe fo speculate that,ggad the Korean War not occurred so
soon af;er WW2, hgd the Sputnik not Qrbited, had the Supreme Court'nbt released

"an opinion on Brown v. Board of Education, the deep alumberAinto'which~the

-
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American participator§ consciouaness had subsidgd might never have been disturbed.
Thege events, and others which will be disc;ssed have served to awakén the
ideal of citizen-activated democracy upon-which this country was founded.

The single most important event in the origination of the new pafticipatory
democracy came with the passage of the Elementary and Secondary Education Act
in the 1960'9% With this Act, the Federal Government legitimized the concept
of parent involvement in eddcation and education-related activities which

received, in any way, monies from the U.S. Treasury (Safran, 1979). Coming

close on the heels of this legislation, the courts began to hand down decisions

which outlined due process, a device quickly put into use/by an aroused school
v

community which-suddenly learned it had a vehicle and a get of rules which

permitted hard questions to be asked. The net effect off such political and

procedural freedom was, according to Alden Lind (1973), predictable:

We have, fundamentally, a political revolution -- an exploding
demand by citizens for significant involvement in an expanded ' ‘
political life. g ‘
’ ' (p. 317)
» ,

With respect to dommunity life and the educational services within it, this
demand has "focused upon obtaining a more equitable allocation of goods, services,

.

and hpowledge" (Popkewiti, 1979, p. 205). The citizens had awakened.

WHAT IS CITIZEN PARTICIPATION?
Leon ‘Kumove (1975) has provided a purist's description of citizen .
participation whicﬁ has five aspects:- (l),an’organize& pctivfty, (2).designed
for ;eople who dre likely to be affectéd, (3) a direct and well défined role in
controlling or_influencing decision-making processes, (4) interaction between
citizen pafticipants and civil servants, and (5) "a method of achieving
intelligent discussion of 1ssué§, resolution of differences and/or disagreemen;

u

based on rationality and principle with respect for differing opinion and

s «
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withou; fear or suspicion" (p. 318).. Lee Green has identified five principles
of community participation: (1) ownership, (2) skill tfainiﬁg, (3) situatién
uniqueness, (4) representation, and (5) neutral party facilitation. Kaplan and
Tune (1978) have defined five levels of cisizen participation (beginning with
gt}ievél): (1) citizen support -—- silent support, (2) citizen advi;ement

» .
-= but with no decision-making, (3) citizen sharing in certain decisions,

i

(4) cttizen sharing in all decisions, and (5) citizen control. . )
‘ : ' /-
The definition of citizen participation is still elusive: writers

have described what it represents, how it i3 stratified, and what goes on when

-

it takes place, but it isn't quite so easy to pin down why it exists in a few

succinct words. Citizens do get involved when they are given the opportunity,

¢

or when they are sufficiently stirred up. As Lind (1975) noted, the struggle

’

for survival is less of a problem today than it was In the 1940's and before.

It has been replaced by alienation. There has been iess of“a willingness to
.

}mingle and share and, literally, cwoss-polinate one another's minds with ideas

..

and concerns. The result of these forces has been a developing need for a
voice in the affairs of community and of governmerit, a need to-let the profes-
sion;I bureaucracy hear in public forum, or at least in community as;émbly,
the concerns,that‘have 1bst their previous vehicle of expression.

Kaplan and Warden (1978) have ;ompared citizen participation 20 the
consumption of spinach:

No one 1is against it fﬁ principle because it is good for you.

éﬁgd, like spinach, while we talk about the need for citizen

volvement, few of us truly wish to partake in very large
quantities.

. ‘ "(p-?)

A relevant question, then, is how do we get enough citizen participation to
satisfy our needs yet not let it over-whelm the soclal processes that are vital

td a community.
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Connor (1974) found several advantages in citizen participation,
including the view that citizens who participate."c8h't blame officials when
something goes wrong' (p. 325). He saw partic;p;tion aélan antidoté for | \\
feelings éf alteqatién, futility, powerlessness, and .as a means of utilizing

the technical expertise of the residents of a comﬁunity.

; DOES EDUCATION HAVE AN ATTITUDE?

Allen Ornstein (1973) suggests that commuqity.participgtion may. be a
slogan rather than a closely worked-out concept. Wjth respect to the schools,
Popkewitz (1979) states that feforms are limited to such devices as forming

parent advisory councils, organizing parent conferences, and hiring para-

professionals. Education professionals and school boards continue to determine

how best to involve the community (Tobias and Wagar, 1979). Professioné}s

_ have often resisted citizen involvement (Decker, 1975).

The conflict ;hus presented is=§ battle between thos7’who "wadtﬂsdiial
relationships to reﬁain as they are/ﬁnd those who would see them altered"
(Molnar, 197t, p. 250). The public schools have "peen reactors, following the
pa;tern of commuqity change'" for ;any decades (Deshler and Erlich, 1972, p.
173). In this context, then, it is not that educators are opposed to partici-
pation, but rather that tradition has péescribed thg role of waiting until the
dust’ settles before m&king a move. Fortunately, educators haQe been affected
by the same influences that have begun to envelop the ordinary citizen.

According to Owen Kiernan, Executive Secretary of the Nationa} Association

of Secondary School Principals, (cited in Decker, 1975): 1It's time we got the

school into the community and the commun;ty into the school. (p. 11) Katchaturoff

(1977) has urged that the classroom be extended td include the community. Hatton

(1979) stresses tha; the power structure in education” must be changed to require -

.
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joint’ participation of school and community at every level'" (p. 17). Charles
W. Beegle (1973) exp#nded this concern J;;n he sajid: N

‘Our present institutions -- schools, local government, welfare
agencies, service organizations, etc. -- must become more

[

responsive to human needs.
(p. 18)

Deshler and Erlichf(1972) saw the need for the school and the community to

"recognize each other as dynamic entities which must constantly adjust to each

other in order to ﬁake any meaningful progress'" 1in the search for solutidns to

problems affecting both of then. -In educatioh, citizen pa;ticipation appears

to be a means for citizens to influence decisions, to raise questionsﬁ and to | j’ 't
voice their concerns (Kaplan and Tune, 1978). ' | . SR .

That edugators do not treat é;tizen participation as a slogan must,
obviously, be accépted in the light of the remarks of the foregoing educational
leaders. Té the second stateéent. what could be.called a 11mit‘is, instead,

a progresgive step, espeéially 1f we cdnsider that parent advisory councils

now exisF where none exiéfed before, that parent ;onferedces are being called
and held where previously they were few and they were proBabf?/not direc?ed

at real issues. Paraprofessional services are, if not fotally new, refreshingly
%evitalized in the sense that they are attempting to more fully than ever before
utilize the human resources of the community. "It is, for the most part, true
that professional educators and school boards continue to express théir views
on how best to involve the communityf Until a community itself suggests
alternatives there is no other representative and concérned body to do it.

As was noted earlier, the community does have the legal means to exercise
its voice. Educators and school boards are facilitating and helping that voice
to b; hea;d: That professional educators resist citizen involvement has beeq
shown herein to be without solid foundatioﬂ. In any political climate there

will be some resistance to change, but, by their training and nature, educators Q

U" :;t;(
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are among the most aware of the need to be current in their thinking. A statement

“in point: Sanders (1967). writes:

The BLhOOl must work with other agencles of the community
on educational problems of mutual concern and in’ many cases
(they) must take the leadership in cooperative programs.

’ (p. 155)

1

It i{s axiomatic to community éducétion that anyone who is affected by
. . /) v
a program or process should have "input in(to) the planning and decision-making"

concerning that program or process (Decker, 1965, p. 13). Ernest Melby (1977)

emphasized that éommunity educat ion works to promote citizen involvement, that
citizen involvement i{s learning and reflects a feeling of being "part of the
action" (p. 43). L

The educator's response to the queg;ion of whethe; or not he supports
citizén participation is most easily seen in.tht’préliferation of community
schools which, as John W. Warden (1977) has noted, a;e "uged as a base for the

‘ ' . ’ ’ ¥
creation of community unity, leadership development, needs assessment approaches,

and resource utilization" (p. 11). The school building, the grounds, the school

environment, and the people who compose the school staff -- professional,

-

paraprofessional, technician, support services -- provide an ‘important resource
for promoting citizen involvement. These people ordinarily live, shop, and

travel within the community.
-\

¢y

CAN CITIZENS FIND WAYS TO PARTICIPATE?
Seay (1974) has observed that organizations are the means by which
institutions perpetuate values. Organizations are people.‘ Institutions are

the personifications of group values. Each of us contributes something to the

organdzations to which we belong and, as a natural consequence, receive some ‘

Ninfluence back from them in the form of beliefs and feelings that originated

4

beyond our immediate experiences. The majority of us have participated id
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maintaining a Qeasura of society by our enjointment with society's a;éncies.
Kaplan and Tune (1978) suggested that the most pgoductive form of
bitlzen‘;articipation occurs when!professionals and citizens work together in
a hutual effort. Professionals have their skills and LeTarte (1973) has
identified five general’skills that the typiéal-community member is capable
of brandishing: (1) defininé community problems, (2) specifically establishing
many of the causes of the problems, (3) deteémining what they would like to
see accomplished, (4) establisging éome plans for action to solve some of those
problems, and (5) evaluating their efforts and determining whether or not they
have succeeded. | \\\
Lind (1975) has identified eighteen ways to involve citizens:
(1) neighborhood government, (2) community development corporations, (3) servioce
vouchers, (4) volun;eefihg, (5) goals programs, (6) neighborh&gd resource
- centers, (7) community boards and committees, (8) surveys, (9) public hearings,
(10) ombudsmen, (11) land use simulations, (12) grievance procedures/appeals,
(13) citizen evaiuations, (}6) public access TV, (15) information and |
_referral services, (16) community exhibits and fairs, (17)‘conferenciné, and
(18) paraprofessionals. Warden (1977) suggested other forms of involving
citizens: (1) community congress; (2) community cooperatives, '(3) community
leadership development workshops, (4) homeowners associations, (5) acéion
research, (6) task force/gg_hgg committees, (7) town hall meetings, (8) state-
wide citizen participation committees, and (9) charettes. The term "community
council"” is useful to describe the broad 1d;a of citizen committees, citizen
advisory counciﬂu, and community involvement assoéiations and boards, inasmuch
as’these groubs are, as the literature suggests, the most prevalent of the

many means of citizen participation. ' -

Cox (1974) has defined five functions of community councils:

ERIC R I8 |
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(1) fact-finding, (2) plamning, (3) coordination and communiéatiéﬁk,
(4) activation of new resources, and'(S) évaluation.,/gggders (1967) describes
several additional functions: (1) developing public understanding, .
(2)_enéouraging informal citizen participation, (3) coordinating community
activities and services, and (4) cooperative actions.
Wa;den (Ed., 1977) notes at least six distinct t&pés of co‘hunigy
councils: (1) block club -- one represengative from.each blocg in a Eommunity,‘

(2) appointive body -- selected membership by a community official, (3) elective
~ ' {

body -- a general community election, (4) opinion leader council -- representation.

by the local community leaders, (5) existing organizations -- appointment of
a sub-group to serve as-the community council, and (6) ope&/péuncil -

membership and participation open to all persons’ who choosé to attend the

meet ings. ' . ‘ ' .

g

. ( .-
Clark and Shoop (1979) addresp (he issue of representation by stating

that an ad hoc committee should decide how members are to be selected and that

{t should, itself, be a cross-section of the community. THey also note ‘that
existing organizations should have representation on a community council with

i’ the stipulation that such representatives be chosen, f1r8t from the community
A

and secondly as organizational representatives. Considerations of race, social
class, religion, and other factors are 1impertant but‘!gain, Clark and Shoop

emphasize that the members should be chosen because they weis citizens first

2

and part of a group second. Sanders (1967) put the requirements for community

[N

council membership into three broad lists:-((l) delegates or representatives

of civic, professional, educational, religiova, agricultural, labor, and
rd

business, (2) representatiﬁés of public and“Voluntary community service agencies, /'
and (3) individual'members who are chosen for their interest, knowledge, and

* ,

competence in civie affairs.
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LeTarte (1973) and others recommend thqt the potential leadership of
a community should be “sought and developed by means of tha coﬁmunity councils.
The effectiveness of a community council will be determined {nitially by the
charter or respnnsibilities agreed upon by the urganizurs and\By the supporting
agency (Warden, 1977). The life of an organizatiop is dependent upon the
definitions of its purpose and the means by which {t replaces goébals reached
with goals to be worked toward. It is fundamental to.the structure of
oggaqizatiuns that they eﬁist only as long as their members feel rewarded by
ianlvement in them. One of the members éf a 2:quniiy counci?‘in the film
A Sense of Community (Eisger, 1976) deséribed.thé.eifect of participation

e

on a fairly representative board: "You see them for what théy are and they

see you f?(:'what you are." P

HOW CAN SCHOOLS HELP CITIZEN PARTICIPATION?

Howard Y. McClusky (cited in Seay, 1974) described the function of
”

the school: ,
The school may well be the most important single agency in society
to improve the community, but the primary function of the school
should be that of helping the community to help itself.
(p. 25)

As Sanders noted in 1967, there has been a definite trend in recent years to
dgvelop a s;hool which grows out of Qnd serves the life of the commuﬁity. The
. concept of the community school holds that very idea: that the 1ifé of the
community can de&elop socially,, recreatioﬁglly, culturally, and certainly

educationally, within the broad boundaries of the community school.

As we mentioned earlier, there is some disorganization within com-

munities because life is becoming more complex and is doing it at an increasing

-

‘ ) N
rate (Nix, 1977). Neighborhoods need internal organization if communication

and citizens' involvement 1is to be effective- (Deckg;, 1975). The potential

&
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conflicts that can result from competing organizations witﬁin a community cad:‘
be reduced by the identification of goals‘desirable by those competing, goa;a
which are impossible to realize without cooperation (Lind, 1975) Resources
1nvapiably exist within the community for resolving these éroblems and conflicts. -

When community members believe that they have the opportunity tomgiﬁg .
vaiuable coniribdtions, to make significant impact on the decisions that affect
them, their attitude toward the sponsorsv ofﬁose opportunities becomes very
positive, very favorable according to Decker (1975). He describes further
ﬂuw community educ;toré facilitate the interaction process of identifying needs,
providing assistance in finding the needed resources, and helping people' ~
decide what is important to their-hommunities and, ultimateiy, to them. Thék
two process components of community education, as detailed by Migzey (1977),
are community services deiivary and coordination, and community involvemenf.
Both of tﬂese are 1nter§onn ted in tﬁe program of assisting community members
to participate effectively. | The community education concept of citizen '~A
participation requires proféssional and éommunity member interaction and such
interhd{lon, when it takes place, can be expected tovimprbve educational
opportunity (Hatton, 1979). '

Education provides a vehicle for citizens to participate Sy focusing

g on the problems, needs, and interests of the é;mmunity (Seay, 78). From
the perspective of the communlby'member lookin§ at the educational serviceé-
"programs,‘Davis (cited in Havighurst, 1979) identifies six areas of interest: _.
(1) school goals and ijectivgs, (2) personnel, (3) budgeﬁ,,(&) school

curribuluﬁ,t(S) school facilities, and (6) school-community relations. From

&

the perspective of the educator looking at the community, Havighurst (1979)

- notes three areas of possible concern to the citizenry: (1) budget,

. AN oY -

2 (2) personnel, and (3) curriculum. Both educator and citizen ate in agreement
’ s

i "’A' 7’_ . . \’\. ;/‘, . v ' ' . \
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on at least three areas of interest.

Community education relies upon the use and practice of democratic
methods (Decker, 1975). JTh;t these methods‘are taught in the schools and
practiced in the community serves to suggest that a natural bond exists between
them, and that COmmunity'education-is a cafalyst bringing forth the best of
each of them. As Kaplan and Warden (1978) have pointed out, increased community
involvement in schools and other agencies can be expected to develdb.' As
schools begin to helb communities more directly by providing the skills and
leadership in organizational development and planning, and as the citizens,
themselvés, accept their role§ and learn how to pafticipate successfully,
it can be expected that an increasing nu&ber of educatioqal matters will»be
panaged by the community (Deshler and Erlich, 1972). Schools and educators
will still be providing the leédefship, bﬁt their main concerns will'be moviﬂg
toward more complex issues than at first.

The idea of using the whole community #s a school has been suggested
by many educators and it is becoming a reality. Mario Fantini 61978) says
that alternative schools wighout walls have already appeared. Educatorg will
have oppoftunities to draw still further upon th\ gkill resources of the -
community. One school district already uses non-scﬁool sites-and non-professiqnal
educators to handle and teach credit proérams under the supervision of profes-
sional administrators (Meredith, 1979). TIn many other communities, the people, -

are being brought into the schools with low-cost or no-cost programs which serve

stated areas of community interest (Schreiber, 1977). \\\\~§r

* - Conclusion : ‘ : N

-

The purpose has not been to fullf and specifically define the concept

6f citizen participation; our purpose has been motivation. The intent was to
N ) <.

Q . ‘ . . 42




38

- present (deas of leaders in the field regarding citizen participation in

education.

There are atill some unanswered questions, some unexplored

territory in the field of ‘citizen participation which the reader may find

challenging.
(1)
(2)

(3)

(4)

(3)

(6)

These include:
Isvit possible to have toé much caitizen participaffon?
Does the school rgallyghave the ability to affectaéverything'
that happens in a community?
By ‘defining avenues of citizen participation, have we, as initial
leaders of the cotmunity, limited thelpéssible directions that
could be taken?
Are we practicing democratic methods when we provide direction
and organizational leadership?
Would citizen participation evolve, given the 1mpetﬁs‘of the laws
and the courts, without educational guidance?

Would such evolution affect edhcational growth?

13
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DO COMMUNITY/SCHOOL CENTERS MAKE SENSE?

Joseph Ringers, Jr.

The title of this paper was selected to convey two messages:
o%irst. the concept of "community" may be aided by the existence of
of a cémmunity/schoo} center which allows for the basic social needs
of a neighborhuod;to be realized; and, \

oSecondl&. combining human service programs with schools may provide

opportunities for program 1mprovemeﬁt and resource sharing.

Development of Community/School Centers

’
The school has been a beacon in American communities since our country

was formed. Early schoolhouses sqrvwed many community purposes other than»
education even when they were "only" one-room schoolhouses. They served as

the community meeting place, the courtroom for the circuit-riding judéz.dﬁnd
the rallying poipt—er other community veng;res, such as bandage rolling for
the Red Cross, baby-care clinics, emergency shelters, and so forth. As school-

‘/(

used both for the regular educational prdgram and for variou unity needs

houses grew larger, "the principle that a school plant should .be planned and

(has) received wide acceptance."l Some of the uses which t y identifigr‘from

studies, such as "canning, curing, and freezing of food and meat," might be

well to consider today!

+

- In fbrﬁer years, the school was one of several institutions which

provided a "sense of community'" -- others included churches, gtoreé, and
'

' .
1National Council on Schoolhousq Construction, Guide for Planning
School Plants (Nashville, Tennessee: NCSC,” 1953), p. 11.
~ 41
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families. There was a closeness I{n the activities of gach of them which made
deep impressions on persons' lives. Schools were the place in which persons
spent thei; formative years; school experiences were recalled with fond memories;
school loyalties were.enduring for both the student and the family which built
up loyalties through participation in ;chool activities such as the P.T.A.
School lands were usad heavily for play and gathering. It whas not surprising
that adult classes.were formed to mlBgt inside the buildings so tha(\the school
became more of a "social center'" as envisioned by John Dewey who believed the

"end of education... .was not merely knowledge and power, but gocial efficiency."2

The family unit was large; there was an extended family; and family members

weré less mogile than today so that there was a stronger feeling 6f belonging.
After several wafs and other social changes, and great advances in

technology during the fir;t half of the the twen;LeLh century, people became

more mobile; youth attended more than one school and were less likely to

develob school loyalties. Families.and other social institutio suffered

f rom this/new mobility,‘énd the new behaviors. Families became smalleg® because

of new attitﬁdes towards "the pill", abértions and family size. Life styles

and attitudes emphasizing new freedom.from responsibility were accompanied by

challenges to existing mores and institutions. With these jolts to our culture,

we have begun to have a ''growing sense of isolation in society . . .traditional

primary relationships of men have become functionally irrelevant to our state

and economy."3 One author characterized it in a book title as '"The Pursuit oi\

Loneliness: American Culture at a Breaking,Point."a h

’

/ ¢

2Raymond Schuessler, "He Taught by Acts -- Not Facts," National
Retired Teachers Association Journal, March/Aﬁtil, 1979, p. 54.

3Robert Nisbet, Community de Power (New York: A Giaxy Book, 1962),Ap. 49.

4Philip Slater, The Pursuit of Loneliness: American Culture at a
Breaking Point (Boston: Beacon Press, 1970) /% 4
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What is this sense of community we are seeking to achieve?

In recent years we have seen evidence of work to redevelop a "sense of
cﬁmmunity." Community educators have begun to talk about going from "program
to process" to pe;ﬁit people to become {nvolved in the solution of social
» oblems.> A Harris survey disclosed that '"the percentage of people who 'feel
left out of things' going on around them ha; risen from 92 to 29% since 1966.'®
Communities are building new structures or reprogramming older ones as
"commufity centers'" or places where people may go for necessary services or

merely a pface to .satisfy those basic needs described by Slater:

Basic human desires of community, engagement and dependence
(which are) frustrated in the American cultural experience:

1. Desire for community - the wish to live in trust and
‘fraternal cooperation with one's fellows in a total and
visible collective entity.

2. Desire to engagement - the wish to come directly to
grips with social and interpersonal problems and to confront

on equal terms an environment which is not composed of ego
extensions.

3. Desire for dependence - the wish to share responsibility

for t?e control of one's impulses and the direction of one's
life. '

The term "community" is difficult to define since it means many things
to many peqgple. The basic desires listed by S}ater would lead us to believe that
it may"be defined as the need to assgg}ate with others which, of course, needs
a place for the association to take place. While others may define "community"
in terms of\gebgraphy or governmental subdivisions, Hayward,ahd Mowat expand

th@se elements to include others.

. Sy .M. Kerensky, "Correcting Some ﬁisconceptions About Community
Education," Phi Delta Kappan, 1972, 54(3), p. 158.

6Alden Lind, "The Future qf Citizen Involvement,”" The Futurist,
December, 1975, p. 316.

’slater, p. §.
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The community can be seen as a broad grouping of people,

located within somewhat defined boundaries and rélated to

each other by social, economic and civic activities which

produce a cohesiveness sufficient to develop a history and

an 1dent1ty.8

Others provide even more nebulous definitions.- For example, Cunningham
reported that there is no agreement about what is a community, and concluded
it may be a "phantasm.”"? It would seem that one working to develop or to
reestablish a "sense of community' has a rather broad license to arrange human
interactions in different ways in order to achieve this, but we are left with

one éssential item: a place for this interastion, which brings us to the next

question.

h
Does a community/school center contribute to a sense of community?

For many years, educators and innovators have recognized that the
schoolhouse is the most valuable and important public building in most
communities; they havé described .opportunities for greater use of these
facilities.

Elsie Clapp (1939) defined the community school as "a

used place, a place used freely and informally for all

the needs of living and learning. It is, in effect,

the place where learning and living converge.'lo

Harold B. Gores, a former school superintendent and later President

of the Educational Facilities Laboratories, Inc., an organization dedicated to

innovation, stated that the schoolhouse of the future will have even greater

8Beresford Hayward and Susanne Mowat, "School and Community: Achieving
Closer Links,'" New Orientations for Educational Policy, reprinted from the OECD
Observer, 84, Nov/Dec, 1976, p. 18.

9Luvern L. Cunningham, "Community Power: Implications for Education,"
The Politics of Education in the Local Community, Robert S. Cahill and Stephen
P. Hencly, eds. (Danville, 1llinois: The Interstate Printers and Publishers,
Inc., 1964), p. 37.

10Jack Minzey and Donna Schmitt, "Community Educationm," Journal of
Alternative Human Services, 1978, 4(1), p. 9.
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importance {n the community. N

- ..gradually the single purpose schoolhouse will yfeld to
the need for aggregating all the social service delivery
systems. The facility {tself will serve people, and not
just children. (To paraphrase G.B. Srfw, "What a shame to
waste the schoolhouse on the young.')

One might envision conflict between participating agencies which would
co-locate in a center, and that this conflict wdﬁIa/;}gnal an effort to compete
turf or for clients. Neither community educators nor sogial service.broviders
shou}d adopt this attitude since it {s not part of the center concept.

Community education strives to mobilize the vast array

of human and physical resources that are available in each
community but often work in an indefendent, self-serving
maaner. It calls for all agencies to work together for
the common benefit of all individuals and the community.

Neighborhood centers for service delivery and social action which are organized
by social service agencies, and not neéessarily located in schools may provide
sp;ce for other service providers since their intent is to assist neighborhood
improvement and strengthen family relatiqnships along with the growth and
development of the individual by providing "a place where people of all ages
can meet each othgr as neighbors to share ideas and companionship, as well as to

discover methods of solving their problems via the democratic frame of reference."l3

.

Basic to each of these concepts is the intent to provide a place where com-

s

munity associations and interactions for the improvement of the social condition

»
may take place.

In 1975 and 1977, the Organization for Economic Co-operation and

Development organized a series of studies on the co-ordination of school and

L4

llHarold B. Gores, "Cémmunity Education Schoolhouse of the Future,"
Leisure Today, April, 1974, p. 22.

12Kerensky, p. 160.

Lpam Rogers, ''Neighborhood Centers: Service Delivery and Social
Action," Journal of Alternative Human Services, 1978, 4(1), p. 18,
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community facilitles.r They conducted a number of case studies, and the results
were analyzed in consultation with a number of experts. Among their conclusions
was the finding that people around the world perceive the need for community/
school centers to be the focus for rekindling the sénse of community.

The public insists, and will do 8o even more in the future,
that the places where people.live develop into harmonius
and balanced environments {n which functions are no longer
rigg‘ﬁy separated and where possibilities of communication

¢ are increased. Community facilities should conduce more
effectively than is the cade today to improving the quality
of life. They should, therefore, through their location
and form fit into the environment in such a way as to
contribute more effectively to social communication and the
'animation' of urban life. This applies particularly to
the_schcol, which plays, as it does, such an important
Jple in the life of the community. 4

-~ .
Writing on ways to generate confidence in government and other

institutions, Lind concluded that 'we have, fundamentally, a political

revolution -- An exploding demand by citizens for significant involvement in
v .

an expanded political 11fe,"15 He describes a variety of ways to involve

citizens, including "neighborhood resource centers" an idea he developed

initially in 1972.
...the resource center would be a perpetual hub for both
disseminating and soliciting information and knowledge
through the active fgrticipation of citizens at the
neighborhood level. o

An earlier work by this author conceived of the community/school as a

place in which an individual could make a meaningful contribution to the solutfon

140ECD, Co-ordination of School and Community Facilities, Implications
for Policies (Paris, France: OECD, 1978), p. 10.

1511nd, p. 317.

16Lind, p. 318.
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of the soclal problems in the community, and a place in which the individual

could gain a sense of importance to one'sgelf and to the community with which

N
that person i{denfities.

One way in which sense of community can be fostered is by
reducing everyone's sense of being a nonentity in mammouth,
bureaucratic social structures. Interagency combinations of
service resultein the opportunity and the ability to develop
smaller service units which can operate closer to their clients.
Proximity of and intimgcy of service encourage community
participation in the processes of establishing and maintaining
the units and offer greater promise of client-responsive
standards of service,l '

On the assumption that a place for collective action and opportunities
for social engagement {s necessary, or at least helpful, todstrengthen a

"sense of community," we must face another question.

Can human service agedcies and schools co-locate?

Sharing takes sacrifice; it requires adjustments. The creation of
something which does not evolve naturally or come about by ordinary processes
‘may be called cféative;,and. we havé\a'tendency to vie;:the new arrangement -
with some suspicion. It takes a special set of circumstances for change to
take place; change also requires leadership. Despite all these statements,
change does take place; sometimes through creative leadership, and other times
when problems are seen as opportuﬁities. A series of booklets published by
éducational Facilities Laboratories identified 70 cdm;unity/school centers
throughout the United States aﬁd were addressed to:

1. A Concerned Citizen's Guide

2. Planning Community School Centers

l7Joseph Ringers, ‘Jr., Community/Schools and Interagency Programs
(Midland, Michigan: Pendell Publishing Company, 1976), p. 23.

a4
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3. Managing Community School Centers
4. Facility Iasues
S. Using Surplus School Space, and,

6. A Resource Book on Community School Centersl8

In.addition. international experiences have been ;eportea by several
;oufces,19 All 111us;rate that "it can be done" but it is 1nter;sting to note
the variations in the way in which it was done. Just.a few are reviewed here.

In 1971, Pontiac, Michigan openedwthe Dana P. Whitmer Human Resources
Center two years after schoolhouses weré bombed in resistance to desegregation,
and the Center was an attempt to remedy this.

The center is a frequently cit;d example of ¢omﬁun1ty

education's potential. For those who use it or help run
it -- often the same people -- it is a beacon of hope...20

8Educational Facilities Laboratories, Community School Center
series, 1978. , . '

o L]

9Stevan Bezdanov, A Community School in Yugoslavia (Paris: United
Natiods Educational Scientific and Cultural Organization, 1973).

. Bulletins 1 through 5, Community Centers Project Angle Park (Thebarton
Educational Department of South Australia, 1975).

Community Schools (Ottawa, Canada: Canadian Teachers Federation, 1972).

Managing Facilities for Cultural Democracy, Council for Cultural
Co-operation, Council of Europe (Strasbourg, Germany, 1973).

‘ Pedro T. Orata, Self-help Barrio High Schools (Singapore: Eastern
Universities Press, 1972).

Organizatién for Economic Cooperation and Development, Co-ordination ,
of School and Community Facilities, Implications for Policies (Paris, France:
OECD, 1978) )

20Eyan Jenkins, "Community Life: Schools Become the Hosts for Public
Services," New York Times, December 23, 1978.

{
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The Center brings many social gervices together at one location in order t®

encourage {nteragency programming and to re-kindle a "sense of community" when
¢

resistance to desegregation had disrupted the community.

» Fa

In the mid 1960s, Petro T. Orfata retired as an educator, and became very
concerned for those for whom schgoling was not available in his home, the
Phillipines. In order to help, "the barrio people -- the parents and the

‘students -- . .re-estaﬁlish or regain their lost attitude and habits of

self-respect and self-reliance M
»

the sglf—help barrio high schools weFWK
established.zl

. .1t made use of the available elementary school
building. The buildings were used before and after
the usual school hours or during hours when the rooms
were free. The basic teaching was done by high school
teachers from elsewhere on a spare-time basis, by
elementary school teachers with special training or
interests or by memgers of the community with
appropriate skills.?22 ®

'Dr. Orata's approach was to involve the people (children and adults) 1in helping

make decision¥, formulate plans, carry them out, and assess their own performance [/K//’
in extending education from the elementary échools to include the high school

programs. Within five years, the concept was so widely recoénized as to(cause

the Sixth Congress of the Phil;ipines to adopt "An Act to Institute A Charter

for Barrio High Schools'" and by 1972 mor; than 250,0Qp persons were enabled to

attend the 1670 barrio high schools, and all of this was accomplishea at no

extra iost to the governmeni.

The Third World countries are not concerned with the prevention of

the disintegration of society as are the highly developed countries, but

’ i

PN

-

2lpedro T. Orata, Self-help Barrio High Schools (Singapore: Eastern
Universities Press, 1972), p. 24y o

22Ly Chanh Duc in the Foreword to Orata, p. viti.
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f "the problem 1s largely one of knitting society togethér . . .The role of.the
schoof is thus to create a Aational awarenesé‘. . .without however‘déQCroying .
community life . . ."23 School children must carry their lessons héme éﬁgi
impart the knowlédge to their parents.' bt
Ig France,‘sbecial purﬁose fac{lities are built to serve mﬁlti—age

groups as a téchnique‘of social engineeriég to encourage 1ntergene;ational
experiences. Scandinavidn countries integrate educational programs into shopping
centers along with medical, recreational and other social services. Each has
its own concept of where and hoﬁ ghat sense 6£ community must be built.
This brings us to the last question. If thpre is no ‘solid answetr to Qhat is
a "sense of community;" in fact, if our degf::thn for "community" is also
soft; if the co-location of schools with other human service agencies has been
demonstratéd in some,ﬁbut not many places; but, if we are convinced that there
are éood reasons why the concept has value for our community, and we can see
real ga[hs to be made from this new arrangement, what prime ingredients must
our proposal recognize in or@er to be established on firm grounds?
What_are some key elements £01mbn1tor‘1n communitg/school centers?

L 4 4.

‘There are no hard and fast answers to this question either. Each project

A I o
is a distinct mix of ingredients which varies according to ‘the participants,

the locality, the enviryonment (legél éqd.other conditions), and the time in
which it is developed. A number of excellent references are ave}lable as

checkpoints, but none are recommended as recipe books. 24

i

-

23Guido Buccara, "The Third’World'" unpublished notes from Union of
Intennarional Architects seminar in Greece on "Integration of Educational _ -.°
and Community Facilities," 1976, p. 31. - . h o

Y

1978. A more detailed "how to" Planning assistance kit is under preparation;’, 5
and should be available late in 1979. h . o

' . b
. . . .
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There are some key elements, however, and this paper will close with a

e

series of questions which one may use to gain a sense of value about a center.

Succeés gactors:
l. When and under what circumstances was the concept adopted?
iig 2. Have there been any periods of uncertainty over the premise under
which {t was conceiv;d; how weré they”resgived? |
3. What kinds of problems have arisen and how were they dealt with?
4. What makes some centers (or programsj morepsuccessful than others?
5. wﬂﬁt is the most important element which is considered to have
contributed to the perceived successjlf the center?
6. What is perceived’as the greatest single threat to the center or
project? |
7. NWhat combinagion of elements seem to have led to success in space-“

’

sharing and program coordination?

Planning and Prograﬁming Factors:

-

4

8. What roles do the immediate neighborhbod‘and prograﬁ patrons play
in planning ana programmipg? |
9. What motivation devices are Qéed to encourage community participation?
10. How effective is community participation perceived?
»11. Is community influence gpplied in ways other than through the

formalized plan?

L ' ‘ -
. 24AJoseph Ringers, Jr., Creating Interagency Projects (Charlottesville,
Virginia: Community Collaborators, 1977).

24BLarry“Malloy, Community/Schools: Sharing the Space and the Action
(New York: EQFQL. » 1973)-0 - '

‘ vaCEducational Facilities Laboratories, Surplus School Space: Options
and Opportunities (New York: E.F.L., 1976).
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12. What techniques are used to strengthen programs?

13. What is the mechanism for developing new programs, and for

involving additional agencies? .

Management Factors:

1l4. How are the facilities managed; how are costs shared?
15. Are there different management fotms in different community

centers; why?

16.. Has the management form changed since the program began; why?
17. What roles do the several agencies and patron groups play in

the management of the facilities?

18. What is done to keep certain patron groups from dominating and

.~

shutting out other patron groups?

Imgact Factors:
19.0 What impact has the center had on the community-at-large, and 63
the immediate neighborhood? o
(Vandalism, crime;-Locial conditions, K-12 educational programs,
préperty values,;héalth and well—being of the people, business
community, community improvements.)

Particgpatihg Agency Relationship Factors:

20. Is there agency rivalry; how is it dealt with?

?

21. Have some agencies pulled out of the programs and/or ifnter;‘wﬁg?
How was that void filled?‘

22. What is the extent of co-programming; 18 it ad hoc ot formal?

23« How are new agencies introduced into the center?

24. What problems Q&Ve arisen; how were they resolved? .

¥

97
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Evaluation:Factors: .

25. How are thé centers evaluated? By whom? How ofken? How are- the
résults uséd?
26. Has the center program altered. the relgtionships of the governing
, boards (QChopl boards, city coéuncil, park authority.\etc.)?

27. Has the center been a political issue? How?
- N
28. What do you see as the next level to achieve?

29. How have the'school programs (K-12) been affected by the center

- 4

or {ts programs? ~

30. If it were possible to start over, what would you like to see done

differently?
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faith in the helping of others, I am intrigued with community education. Many

As a Christian and havfﬁg a strong desire to use the tenets of my

agspects of the community education concept, as will be discussed in the
following paper, are.}y lingbwith the Christian commandments of he&lping others.

Church 1nvo£§ement Aeems to fit so naturally with community ea;cation,
yet little is written about the subject. Problems exist, both with communit&
educators and.their perceptions of it an& with the churches themselv;s. This
paper will deal with the subject of the role of the churches in coﬁmunity\
education and four ;spects aséociated with 1t:

1. The Christian rationale for {it.

2. Why it 13'1mportsnt to collaborate.

3. The problems associated with its involvement.

4., The roles churches can play.

-

Community education-as a concept is hard to define. It has many
components because it involves péople from many different berspectives: This,
depending on who is doing the defining, can cause different aspects to be stressed.

Michael Kaplan and John Warden from their book Community Education

Perspectives (1978) see community education as: \_

1. a community 1nv01V1ng process; ‘ \\

« 2. an education involving process;

~ .

3. the use of all institutional resources;

54 -
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the use of all community resources:
community school oriented; and

community oriented.

Van Vorhees (1972) sees community education as the communi ty 1nvolv1ng

»

process through which an_individual's needs are identified and met, regardless

of the area of concern, or the organization providing the program.

Jack Minzey (Kaplan and Warden, 1978) looks at community education as

havlng~g&e following components:

l.

2.

5.

6.

an education program for school age children,
the use of community facilities,
additional programs for §chool age children and youth,

programs for adults,
, y '
the delivery «f and coordination of community involvement, and

-

community involvement.

[ | ' .
He further ‘states that real community education is a product of time and

development of these components.

e

1.

2.

5.

6.

-

Kaplan (1975) depicts the community education thrust as including:

programs for all age groups,
increased school and communitygrelatio;s,
1ntegfating community education with K-12 curriculum,
use of facilities,
¢ coordination with other agencies, and

community involvement

The school is the primary vehicle through whic¢h all these components afe

implemented.

-

Ken Gehret (1974) quotes Dr. Larry Decker, Director of the Mid-Atlantic

Center for Community Education at .the University of Virginia:
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School is the most appropriate delivery system. It
is in a unique positi6tn to serye as catalyst. It has
most resources and greater p ial because it reaches
more people. v ‘
Yet he continues by mqntioning that the schools can't do {t alone. All
agencles must band together to solve peréonal and socia) prdplems.
Common to all these perspectives are maay- cts (‘ches can tie
{nto. Basically community education involves: | ) )
/// 1. citing the needs of a community,

2. discovering the resources in the community, and

J. using those resources to meet the needs.’

4

Other common aspeéts include: /
l. the use of all institutional and community resourcés,
2. the use of available facilities,

1ﬂ community involvement, and

-t

-
'f-‘,

4. programs for all age groups. .
Indeed every community has a school but in most cases, all communities

.

have at least one church, most have many. These institutions have plenty of
. .

space that i{s usually unused a great deal of the time. They are comprised

of bodies of believers that should bg_involved with and concerned about the

needs of the community. And as a group, they sponsor or can sponsor programs

to meet the needs of the community.

WHAT IS THE CHRISTIAN RATIONALE FOR INVOLVEMENT ?
In the previous section church involvement was looked at from a community
education‘ggendpoint. In this section it shall be examined f;om a Christian
erspective. . ® v
persp p
Donald McGavran i is article Support the Church for the Good of Society

N , v
(1978) talks about how churches—Nave been involved in helping meet social and

Ric ' -. 51,




57
community needs for a long time. He citeq,ﬁ(ﬁmplea such as the early schools and
colleges on the American frontier, McGavran also describes how churches made
education available to free slaves since 1865. Also, through minority
congregations, churches have been vehicles through which thoughts, views,
and actions haQe been expressed. !

McGavran argues that where a mission oriented church exists, society
has been improved. Because of an active church, Eskimos have stop;ed killing
their aged parents, and in Ziare warring has stopped between neighborhood'tribes.
In the article he remarks "...that thé most potent instrument for social
advance the world has seen has had God as a standard....Every great awakening
of the church has been followed by a great social advance." He also cites
the example of the great Weslyan revival which solidified church commitments
t;ward great reforms such as labor legislation designed to imp;ove conditions

for the worker.

Charles Colson, in his article Religion Up and Morality Down (1978),

states that personal holiness without %Pcial holiness is disobedience to
Christ's second commandment. He feels that Christians and other groups in
society are influenced to be God's instruments. Colson is concerned that man's
{nstitutions (i.e. prisons, governments) are incapable of genuine compassion
and cannot change human hearts, except possibly to further harden them.
Backing up his feelings, he cites a quote from.Jacques Ellul:

Governments of the world are creatiﬁg monolithic technologies

that are all controlling impersonal goliaths, computer 1like

monsters that will devour our identitles and personal

responsibilities. Real problems can't be solved by political

means, 1nsteaz,aeed the conversion of the citi;fn on a muc!E
. !

deeper level life itself. 4

To be of help, Colson adds it is essential to have individual

involvement and total commitment, thus meeting society's whole spectrum of

needs. Believers must genuinely share‘}he pain, and live the gospel.

[
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In a Christianity Today interview, Alfred Whittaker, President and
S

Founder of Instituge for International Developments Corporationk‘talks about
how hard it {s to say, "God loves you" to a ;tarving man.’
He points out that Christ, besides preaching, met physical and
spiritual needs. By living with the poor, and working to change their mentality

and output, he lived the gospel.

Reverend Jesse Jackson {n another Christianity Today interview, shared
his views on church {nvolvement:

My religion compels me to be concerned about economics
and international affairs. I would be violating the
tenets of my faith if I weren't involved in helping Iin
housing, urban development, HEW, war and peace. How

can you be a messenger for the creator without a coscern
for the creation, for our creatures?

The command of church involvement comes from Chrfst himself. It is
simply put in John 21:15: 'Tend My Lambs".

As mentioned already, Jesus not only preached and forgave sin, but

he healed physical and mental.diseases, and had compassion for the suffering.

\
In Luke 4:18; 19 one explahation {s shared:

"The spirit of the lord is upon me, because he annointed

me to preach the gospel to the poor, he has sent me to
proclaim release to the captives and recovery of the

sight to the blind, to set free those who are down

trodden, to proclaim the favorable year of the lord." (N.A.S.)

. The bible reveals some important instructions to John 13:34;35:

"A new commandment I give to you that love one another
even as I have loved you, that you also love one another."

(New Amegican Standard (N.A.S.)

And he sets forth the great commission in Matthew 28:19-20:
\]

"Go therefore and make disciples of all nations, baptizing
in the name of the father, son, and holy spirit and teaching .
them to observe all that I commanded you." * (N.A.S.)
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What can be drawn from these Christian perspectives ts that preaching
is just one aspact of a church's ministry. In line with the community education
concept of meeting needs, Christians must practice what they preach, by being
actively concerned about human need and suffering. .Churches must, as Christ

commanded, aid in teaching people how c§ create, and participate in a caring

soclety.

WHY IS IT IMPORTANT TO COLLABORATE?

A basic element of the community education concept is the emphasis placed
on {nteragency collaboration and cooperation. As mentioned earlier, schools
Just can't do it aloqe. They need the help of many agencies and groups 1if
probléms are to be solved. Such cooperation is beneficial for many reasons.
Kaplan and Warden (1978) cite that cooperation:

1. helps reduce duplication of servicés;

2. urges that resources will ‘be used more efficiently,

3. can result in tax dollars being spent more wisely,

i ~

4. encourages agency staffs to work more harmoniously,

5. .stresses better patterns of communication between the agencies.

Marvin Weiss (in Kaplan and Warden, 1978) states that cooperation brings

A

about:
1. better services,
2. less duplication of effort, -
3. eipanded use of f#cilities.
» .

4. better use of tax dollafs.
5. improved instruction, and- 4

6. expanded programs.

o
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~ Another dimension of cooperation is "synergistics'". R. Buckminister Fuller

. coined the term and defines {t as follows:

’ Synergy means behavior of whole systems unpredicted by the
behavior of their parta taken separately.

Synergy means behavior of integral aggregate whole system

unpredioted by behaviors of any of their components or

subassemblies of their components taken separately from

the whole._ (Kerensky 1976).

Simply put, {t aeans that the sum is greater than its parts. When
viewing programs in this way, one looks for the Gestalt, all events and
experiences that are parts of something larger. Once attempted, dependence
on the inter-relating parts becomes crucial.

All of this has implications for church involvement. With the
realization that school problems are closely related to ptoblems at home and/or
the community, churches can provide another perspective in the solution of
these problems. |

Cooperating will definitely help reduce the duplication of programs.

- In {investigating social ministries, so many churches have similar projects such
as ministry to the poor and elderly. ﬁy coming together and collaborating .
{nstead of each church spending its mission dqllars on the same progrgms, churches

can branch out and start new programs. As a result, funds are more fully used

and the community is served in a better, more varied way.

WHAT PROBLEMS ARE ASSOCIATEb WITH.THE CHURCHES INVOLVEMENT?“
While church involvement seems appropriate”and necessary for community
education, there are a few prdblems. One major one is the evangelism issue.
Because people feel churches are involved to "preach“. they don't want churches
. to be involved or tend ta shy away from any programs they might sponsor.
One example of some of these fe;lings was evident in a discussion with

/

a community education coordinator in'Virginia. In talking with him, he indicated

-
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that he did not want too many ministers to participate. Concerned about the
church and state {ssue, he felt that too much participation would bring about
too much "Christtan" emphasis. )

In another example, the reformed Church of the Latter Day Saints.has
put together a program and is having trouble getting participants. .Because
it 18 church sponsored, people are shying away, probably because they think
the church is trying to :Lll religion. These fears and concerns, in most
cases, are unwarranted. Being involved in social welfare for evangelistic
sake {s not the gotive of most churches. As mentioned earlier, preaching
{s just one part of the church's ministry. In his article Evangelism or Social

Justice, Eliminating the Options, Siden (1976) deals with this issue. He

discusses the importance of "Giving cups of cold water." He shares (as

ment ioned earlier) that Christ's ministry had three main parts: preaching,
. . ! {

. \
teaching, and healing (helping the suffering). While social justicevis equal

and an important part of evangelism, it 1s a distinét part of Christ's mission,
k\ .
¢
* "for the relief of those suffering from social injustice
for the sake of greater social justice for saved as well
as unsaved."

Church involvement in helping meet needs of a community is done for the

welfare of that community and is done without strings attached. Some may havq

ulterior motives, but most do not.
Another area of concern about church involvement focuses on the conflicts
of interagency cooperation. Maﬂ& articles have been written on this issue.

One, Interagency Collaboration, The Keystone to Community, Education by George

Eyster'(l975) lists many blockages that are applicable. They include:

1. passive resistance from coumunity - FPor churcheg this is
caused by the misunderstanding of its goals;

'

o
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2. organizational structure - Churches; depending on the
deromidat ion, have their own set up. Somé are independent,
others have flexible national organizations, while some
have very strict structures;

3. communities resist special programs f&r special populations;

4. lack of awareness of comm%?ity problems; and

5. territorialism - Agencies don't want to give up their domain
or turf. '

A third major problem lies with the churches themselves. It is sad to
admit, but many do not practice what they preach. For a group that is supposed
to love one another, mény fall short of the glory of God. There can be /}

3 : ,
infighting among specific congregations and hostility between denominations

because groups may. not see eye to eye on their view of God. ///
Christians at times can be their own worst enemy. Concern over minor
matté}s, such as a greater concern for the carpets of the building, can hinder
their mission"s view. .
I'n the many' articles about the problems hindering cooperation, the
cansensué.on solutions seem to émphaéize:

1. strong leadership,

2. understanding of the goals and the positions, of the agencies
involved,

3. making a commitment to work together,
4. working through constructive organized planning, and
5. placing the greater emphasis on helping the community.

By emphasizing these objectives, barriers can be brokern on all sides and results

can be achieved.

WHAT ROLE CAN CHURCHES PLAY?
One of the most valuable contributions that churches can make to
community education is to provide available space during the daytime hours.

Unlike school buildings, churches have space in their buildings that usually
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{8 not used during the day. For the community education uuordinafor looking
~toF facilities for day programs and activities, this can be very handy.
Another contribution is that of financial reaoﬁrces. Churches éet
aside many.dollars for missions and social needs programs. Being part of a
comnunity education program, they can help provide the necessary resourcesg for
specific community programs.
- Church space can be used in a variety of ways:
l.. places where handicapped, senior citizens, and lonely can meet,

day care centers,

[ o]

Al

3. counseling centers,
4. space and/or offices for other helping agencies,
5. gyms for recreation,
6. medical clincs {n poor areas, -
7. community shelters/disaster relief centers,
8. p;;ce for youth to meet, and
9. alcohol and drug treatment centers.
And the programs churches offér and can offer are numerous:
1. friends of the elderly,
2. meals on wheels,
3. help the poor with necessary items,
4. disaster relief,
5. provide food, clothes, medicai supplies,
6. provide volunteers for schools,
7. provide marital counseling,
8. drug/alcohol awareness counseling
/ 9. teaching family planning/parenting seminars,
J;E>) provide remedial teaching programs,

! 11. teach values clarififatiqp,
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12, offer vocational/career counseling,'and
l}.> provide biblical teaching

. The above 1is just the beginning)of what churches can do and are doing.
.All over the country churches are responding to the cali and helping the com-
mdﬁity in .some interesting ways. For example, a churcgiin Washington, D.C,
sponsors tyo housing cooperatives for the .poor.

A group of Christian businessmen, knoanas<the Institute for International
Development, help alleviate prohlems of poverty %2 toreign countries by
creating jobs and raising income. The;.enoourage U;é. businessuenterprises to
get involved and agree to train people so thé;.panltun the\busineas themselves
While this is done overseas, it can eas?ly be a progtam enacted in the
United States: F' L

. . . —
| Dr. Noel Taylor, Mayor of Roanoke, Virginizvand Pastor of High Street
Baptist Church, and a dedicated‘communitv eoucator; hopes one~davfthat¢his.

N

church will have an educational center adjacent toatheir present building.
He aétively pursues this goal. Kseping in mind the Eeaching part of the great
commiSsion, and with no evangdﬂistic strings attached, he would like to have

a center where all sorts of remedial and educational subjectsAgsn be tahght, so .

all members of the community can improve themselves. (WY ) '
) - 4 - - - . . b
Summary | i
. - ) ’ ' . - 4 )

The preceeding discussion report has dealt with church involvement.
fﬁopefully'one can see the‘importance of its involvement. _From the community
education standpoint, there is a need in local communitiestto‘develoo meaningful
programs to address growing feelings of isolation, apathy, and distrust‘ |

> AN . B v

) (Decker 1976). To do this, all must morkf;ogether for self-imptovement and a

o

@

place where people gather to learn to enjoy themselves and be involved in

community problem solving efforts (Decker 1976) Thisvincludes the involvement

v

4 ‘\‘ _ o
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of the churches.
From ‘the Christian standpoint, it is important to be missions~oriented.
In addition to preaching, Jesus had concern for She welfare of others. As he
commanded the disciples in John 21:15: "Tend My(Lambs", today's churches must
do ﬁikewise.
Problems exist to bé sure. Church involvement is hindered by the
: public's concern about theJevangelistic nature of the churCG, probléﬁs concerning
cooperation\?etween groups, and internal conflicts and squabblés within
chu;ches themselves. But it is time to set aside theseyproblemé. People are
suf%ering and communitiés need heip. ”} ’
= Churches can and should play a major role. They have available space,
financial resources, and concerned members with a wide range of talents and
tgsour§es. If both secular community education groups and Christiag churches

-

are to practice what they preach, the time is gight to set aside

the differences
~ AR

R and work together so programs are not duplicated, maximum use 1is made of the

i available resources, and communities are helped to the best extent possibie.\

3 . : .
In doing this, community edJ?hﬁfon can tru}y be people helping people.
] ) A
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LIFELONG LEARNING:
IMPLICATIONS FOR MENTALLY RETARTED ADULTS

Wendy Weinberg

Introduction

Lifelong learning in this coﬁntﬁ?. as defined and defended
in the literature.iand as supported by current federal legislation, is
clearly ‘an {dea whose tlme has come or as cited by Assistant Secretary
for Education, Health and Welfare,.Mav F. Berry, (1977), "the wave
of‘the future.';\Tﬁe H.E.W. Lifelong Learning Project according to
LT s

Christofel B (1978), defines lifelong learning as a "term which-refeis
to the processlby which 1ndiv1ngls continue to develop their Hhowledge.
skills and interests throughout their lifetimes." Dobbs (1977) suggegts
that the importance of this concept at this time relates first, to the
fast pa&ed changes in our sbciety and the need to assist people in
keepfng up with these chapges, and secondly, the’incredsed amount of
leisure time Americans have and the need to use it creétively and
p}oductively. And finallj,'at‘this timé of great concern for our natign's
_resources, lifelong learﬁing purports to maximize our country's greatest
nétural reséurqe ~ peo@?e -- who.together can proﬁidé expgéiences.to
= as;isb eack titizen 1n realizigghgis or her full potential ;y_participqting

in and contributing fuli} to socliety. ‘Writing for ﬁre‘Kallogg ﬁoundation,

f
a-suﬁportér of {1felong ‘learning, Lake (1978) noges that specific learning

needs of people occur aL\different stages of hyman existence and suggests

.

P

an institutional vehicle for maximizing this phenomenon. However, lifelong

n
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learning should not be misinterpreted to mean lifelong learning schooling.
. \ .
Instead, argues Gueulette (1976), achooling should be included in the

N\

lifelong learning process.

A)

'

Doeff (1978) points ott that historically, it was only after
the 1960 UNESCO world conference in Montreal that adult education was
regarded as having an independent mission rather than a supplemental
functiun<1ﬁ the general education of a countizy

Concurrfntly, the 1960 census in this country indicated that
out 9f an adult population of approximately 99 million, 16.3 million
had less than an eighth grade education and thording to federai
government definitions ;ere termed functionally illitprhte. ~With this
information, the United State C?qgress péésed the Adult Basic Education
Act. Initially this was fitle IT B of the Economic bpportunit; Act of'
1964 (P.L. 88-452) and was part of the War On Poverty. In 1966 it
became part of the Elementary and Secondary Education Act adminiétered

byyH.E.W. and known as The Adult Education Act of 1966. 'Doefc»(1978)

notes that in 1972 the UNESCO wogl& conference in Tokyo generally accépted
- n /"“ 3

=

‘that continuing educaiion was essential and 1q/geed of* increased .

QOVernment support and that adult‘education should be guaranteed, by

¢

relevant legislation, an integral and equal position,.in any state

N ‘

education system. In 1976, lifelong learning in this éQ?ﬁtg; got
sufficient 3up§ortlto\become law, officially known as Title I-B of the
amendments to" the 1976 Higﬁer Education Act, Public Law 94-482.  Recently,
. Congress has authorized expenditures of 20 bidlion dollars for FY 77, 30

: LY
billion for FY 78 and 40 billion for FY 79 (Steward, 1978). Currently,"
. -

the office of the Asaistant Secretary.for Educhtion, H.E.W., is cohducting

- ‘ . ,
and funding lifelong learning demonstration projects and research.

?3 /
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While it has been only recently that the term lifelong learning

has been used {n discussing the needs of mentally retarded adults,

this theoretical leap can be made quite readily by documenting another T

t growing movement {n fhis country which parallels the lifelong learning
concern. The i{dea of de—institutionalization. or moving mentally
retarded adults from institutions back to their home communities also was
born in the 1960's and has given rise to a continuum of services not
previously évailable to retarded individuals {n communities. 1In 1963,
the late President Kennegy, concerned with the needs of the medtally

retarded, presented information to Congress, which for the first time

-,
e
Y

in this cent;ry {1luminated the fact that there was a "desperate need
for community services for the mentally retarded and that the nation
must move from the outmoded use of distant custodial institutions to
the concept of comMunity centered agencies." He further stated, "We
must act to reduce the persons confined in these institutions: to retain
in and return to the cohmunity « « . the mentally retarded, and there to
- restore and revitalize their lives." (Kennedy in Sequal, 1971, p.) That
_~8ame year, {nfluenced.by the’President's recommendations, Congress paésed
Public Law 85—156 which provided grants to states for the development
of comprehensive plans.for mental retardation. These plans were to
supplement and supplant .the traditional:institutions by providing

L4

comprehensive service networks in each community. Since 1963, much
federal modey has funneled down through State Departments of Mental Health

'and Retardation to provide services. To date, most lodalities have at

=\ least sqme services for mentally retar?éd persons and de-institutionalization

Q . R t 74 . ‘

has occurred. The challenges presented to educators in assisting previougly'

L ]
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{fnatitutionalized {ndividuals to adjust to the complexities of soclety,

however, have been awesome. *
. Considering this new population $f persons now located in many
communities, continuing education for ailxpergona, through a lifetime,
has direct implications for the mentally retarded. Furthermore, within
the mission statements and federal guidelines for lifelong learning
these {mplications are documented.

In Norway, the Norwegian Adult Education Act of 1976 states that
the major purpose of the act ls‘to provide a higher degree of equallfy
and democratization within the population as a.whole. Pardoen (1977) notes

that Paragraph 34 of the act stipulates that matters relating to

handicapped persons shoulh be given spec&gl priority. The mission of

the Adult Basic Educat Act {in this coun}ry includes enabling adults

to improve their basic educat in preparation for occupational Eraining

and more profitable employment and for becoming more‘produgtive and

-responslve citizens. It is interesting to note Ythat agencies which assist

mentally retarded persons in de-institutionalization expound these same,

- ¢ )

goals. Clarke (1977) cites the need to base adult education on adult

.

. needs and on the basic life-coping skills. Life coping skills are the
ma jor thrust of educational programs promoting community ad justment for

mentally retarded adylts. LeTarte and Minzey (1972) refer to the mission

statements of community colleges which emphasize the need for curricula
and programming to be constantly revised and expanded in order to meet

! L
the changing needs of the community. One of the most notable changes 1in

this decade has been the addition ofrmenCally retarded persons to many

cbmmqnities.

~e

<
.
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The rationale and critical need for educating mentally r;tarded
‘adults {s documented. However, as it was once thought that this need
i
could only be addressed by’elaborate special services for the retarded,
it 13 now realized that not only can retarded persons be served by |
generic agencies and services, but'this mode of service delivery in
fact facilitates the desirable community adjustment goals of
normalizationAand mainstreaming (Wolfensberger, 1969; Gump, 1975). Some
special features argﬂsgqutred to adapt a regular program or service to a
person with special ‘needs, but these do not differ substantially from
adaptations the l}terature suggests for accomodating adult education to
older adults or other special populations (MacKay and Hinson, 1977).
In examining the parallel @gvelopment of de-institutionalization
3;5 lifelong learﬁing; some critical questions emergef First, what
1s being done in adult education and lifelong learning for mentally
retarded persons in this country? How can these afforts be maximized
by being incorporated into the lifelong learning movement? What
coordination and cooperation will this take? And finally, who will be

respodkible for providing for leadership and guidance to initiate this

course of action?

WHA% IS BEING DONE IN ADULT EDUCATION

AND LIFLEONG LEARNING FOR MENTALLY RETARTED CITIZENS IN THIS COUNTRY?

To fully appreciate what is being done currently in adult education

for retarded persons it is necessary to trace some historical developments.
' | .

The first program began in Austin,®Pexas in the fall .of 1973. This program,

sponsored by the local Mental Hedlth-Mental Retardation Center with the

cooperation of the Austin-Travis Association for Retarded Citizens, is

. :7(; ‘
Q )




12
a community based adalt education program serving mentally retarded persons.
It focuses on teaching practlc%} living akills necessary for community
ad justment. Initially, four classes were offered weekly‘at the Austin
ARC. These classes were staffed entirely with volunteer teachers. Recently
the program employed full time teachers and offered approximately nine
courses a semester. Another similar program, College of Living, began
in 1974 at Metropolitan State College in Denver, Colorado with the .
cooperation of community agencies and a grant from the Bureau of.Education
for the Handicapped in theqQepartment of Health, Education and Welfare.
This program, begain at the Metro campus, and has eXpahded to twelve
other colleges in Colorado'éo date. Based on a university format, classes
are held on different nights\and students enroll as to their interests.
Curriculum guiées have been developed for each content area and program
evaluétions are conducted. Kreps and Black (1978) suggest that the
federal‘funding at Metro College indicates the federal government's
cognizance of the need to include the handicapped adult segmeﬁt of our
population within the perimeters of the lifelong learning concept.
Using these two preceding programs as a stimulus and guide, Mental
Retardation Services, an agency of the Regioh X Qo;munity Mental Health
and Retardation Services Board began a Night College program in
Charlottesville,>V1rginia in the Fall of 1975. This program was developed
to respond to unmet educatiodi recreation and socialization needs of
community mentally, retarded persons. Rather than duplicate efforts of the
public school system or other existing education systems, this program's
mission was to fill two gaps left by existing systems. First, Night

College would re-teach, review and operationalize those skills previously

covered by the public schools skills which adults in the community were

27
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unable to utilize a second part of the mission was to teacher concrete
coﬁmunity—orlcnted skills not taught in the public schools or to teach
those adults previously institutionalized who had never benefitted from
formal education. All programming was designed to maximize these persons'
independence, individual potentials and abilities toward community
ad justment. This program is coordinated carefully with other existing
community services and all skills taught at Night College are documented
through a comprehensive checklist/curriculum gﬁlde format. Like the other
programs nationally, both volunteers from the comm;nity and university
practicum students make Jp the teaching staff. The University of
Virginia dontates space, parking and other resources which makes Night
College a low sudget venture. 4

Marked by professionalism, however, all volunteers are highly
trained and the staff coordinator implements the latestteducationgﬂ
techniques. 1In recent yeg:s this program has expanded to include
special 1nterest clubs and a cooperative arrangement with the City
Parks and Recreation Department, where mentally retarded Night College
students accompanied by trained volunteers take regular Parks and
Recreation courses. .

As Night College in Charlottesville'became a visable and popular

.,Erogram. other Night‘éollege or College for Living progams began around
the state of Virginia. 1Ingalls Church, Northern Virginia Community College
\\\1n conJuncEion with the Association for Retaréed Citizens began a prbgram

in the Spring of 1977. This program this year, with a grant from the

State Ageuncy for Title I A; Higher Education Act of "1965 for Community

&
: -- ’8
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Servic;s and Continuing Education, has been taken over formally by the
Cbmmunitv College itself. Other programs are sponsored by Mental
Retardation Service, Title XX monies, Developmental Disabilities grants
and by volunteer board and shared resources.

Essentially, in the state of Virginia many agencigs are grabbing
money wherever they can. The theoretical and financial foundations under
conditions such as these create uneasiness and competition. Those
programs funded direckly by a mental retardation agency are threatened - as
all mental retardation programs are constantly being threatened with loss
of funds. All grant programs are time—limiged and the voluntary liaisons
are even more subject to extinétion. These programs have been able to |
provide a needed $ervice, to bg cost effective, to be higﬁly visable and
to be a positive learning experience for mentally retarded adults as well
as the community participants. With one program which began in 1973, there
now appears tocBe approximately 25 in the nation. Programs nationally appear
to differ according to an emphasis on humanism and extra curricular courses
or an emphasis on high powered accguntable teaching ;nd core courses.

It is notable thathideas and curricula have been exchanged between programs

and a min;;um of re-inventing the wheel has occurred. The most recent

and successful effort at coordination has been through the State Coordinator
for the COilege for Living in Deéver. Jan Black. Presently, she is conducting
the second national workshop fdf Night Collegfléollege for Living Coordirators.. g
In addition, she publishes a monthly newsletter as 